Freedom and restraint in the lives of American teachers. by Rose, Hedwig C.
University of Massachusetts Amherst
ScholarWorks@UMass Amherst
Doctoral Dissertations 1896 - February 2014
1-1-1987
Freedom and restraint in the lives of American
teachers.
Hedwig C. Rose
University of Massachusetts Amherst
Follow this and additional works at: https://scholarworks.umass.edu/dissertations_1
This Open Access Dissertation is brought to you for free and open access by ScholarWorks@UMass Amherst. It has been accepted for inclusion in
Doctoral Dissertations 1896 - February 2014 by an authorized administrator of ScholarWorks@UMass Amherst. For more information, please contact
scholarworks@library.umass.edu.
Recommended Citation
Rose, Hedwig C., "Freedom and restraint in the lives of American teachers." (1987). Doctoral Dissertations 1896 - February 2014. 4311.
https://scholarworks.umass.edu/dissertations_1/4311

FREEDOM AND RESTRAINT IN THE LIVES OF AMERICAN TEACHERS 
A Dissertation Presented 
by 
HEDWIG C. ROSE 
Submitted to the Graduate School of the 
University of Massachusetts in partial fulfillment 
of the requirements for the degree of 
DOCTOR OF EDUCATION 
May 1987 
School of Education 
HEDWIG C. ROSE 
All Rights Reserved 
FREEDOM AND RESTRAINT IN THE LIVES OF AMERICAN TEACHERS 
A Dissertation Presented 
by 
HEDWIG C. ROSE 
Approved*, as to style and content by. 
'Louis Fischer, Chair 
Professor of Education 
)avid M. Schinujtel, Member 
Professor of Education 
hLi 
in, 'Mem! Janet Rifk ember 
Associate Professor of Legal Studies 
Mario FaiTtini, Dean 
School of Education 
ACKNOWLEDGEMENTS 
To write a dissertation is for many the most 
difficult step in earning the doctorate. For me it took on 
other-wordly dimensions, and sheer determination became the 
<^r^v^-n9 force when intellectual curiosity no longer 
sufficed. However, throughout the long period of 
dissertation distress I had the help and support of many, 
many people too numerous to list but not to thank as I near 
completion of this work. There were students and friends 
and colleagues who were interested and excited by my ideas; 
there were secretaries and typists who transcribed tapes, 
bringing me much-needed concrete evidence that I was making 
headway and renewing my enthusiasm by their interest in the 
material. There were those among the computer literati who 
initiated me by demystifying Oz and then continued to bail 
me out when the frustration level became unbearable, or 
stayed up around the clock with me in a marathon session to 
meet a deadline--al1 enabling me to perform this most trying 
task more easily. 
Friends ranged from those who questioned my sanity 
to those who thought they knew the answer. Some were, like 
family, always supportive, but they all soon learned not to 
ask the dreaded question. 
IV 
Others provided resources. some were 
methodological, others financial; still others provided the 
riches of the libraries. There were those whose contacts at 
the various schools permitted me to initiate the study. And 
then, of course, there were the teachers who gave 
unstmtmgly of their precious time to explore--sometimes 
for the first time—how they thought and felt about so many 
importants parts of their personal and professional lives. 
To those who shared so many aspects of their inner lives in 
order to aid this important research: a special thanks. I 
could not have done it without you. 
My mentors and teachers personified patience. How 
often my committee must have given up on me, yet I never 
knew it. Although sorely tested, I am sure, my chairman, 
Louis Fischer, always made me feel that when the time was 
right, I would meet the challenge. To Lou, Dave and Janet, 
thanks for keeping the faith. 
A special acknowledgement must go to one of my 
undergraduate teachers at Cornell University, Milton 
R. Konvitz, for I have come to realize how much his 
writings, lectures, and especially his course, "The 
Development of American Ideals," inspired me to maintain my 
now life-long commitment to civil liberties. I now know 
that this study really began then. 
v 
Last but more accurately first, I want to thank my 
family. Parents' and sister's pride knew no bounds, 
undeserved though it was. And as time went on, each family 
member experienced the intrusion of this albatross in one 
way or another, especially those at home, yet there was 
always encouragement and caring and unqualified support. 
Each will have my love and grateful thanks for always, with 
special commendation for those uncomplaining, ever faithful 
ones who were affected the most, namely my son, Dan, and my 
daughter. Lies, and especially my husband, Peter, most 
sorely tested of all. His love throughout, as always, has 
been my light and my life. How very lucky I am! 
To those who gave me life I can no longer speak; 
alas, it is even too late for one who saved my life. And 
yet another is gone, but not before knowing I had embarked 
on this task. So it is that to Alfred and his wife, Anne, 
this work is dedicated, for it is they who became my parents 
indeed, who gave meaning and shape and direction to my 
world, and who taught me the joys of nature, of music and 
art and literature, of history and science and religion, of 
philosophy and ethics and behavior and, of course, of 
learning. Most of all, however, they taught me about the 
strength of the human spirit. For all this, how can I ever 
express my love and my gratitude? 
vi 
ABSTRACT 
FREEDOM AND RESTRAINT IN THE LIVES OF HIGH SCHOOL TEACHERS 
MAY 1987 
HEDWIG C. ROSE, B.A., CORNELL UNIVERSITY 
A.M., SMITH COLLEGE 
J / 
Ed.D., UNIVERSITY OF MASSACHUSETTS 
Directed by: Professor Louis Fischer 
Freedom and Restraint in the Lives of High School 
Teachers is a qualitative exploratory study inspired by 
Howard K. Beale's Are American Teachers Free? 
commissioned in 1933 by the American Historical 
Association's Commission on the Social Studies and 
published in 1936, 
Using Beale's questionnaire as a guide, two tenured 
teachers from each of three major subjects (English, Social 
Studies, Science) were selected from high schools 
representing urban, suburban, and regional schools in 
Western Massachusetts and interviewed at length. The 
interviews were taped and transcribed; a content analysis 
vii 
was conducted and data were contrasted and compared with 
the Beale findings. 
The research was predicated on two assumptions: that 
education is institutionalized, and that teachers are the 
primary transmitters of values and goals of the 
society—the relevant ones here being the maintenance of 
and commitment to a participatory democracy. As employees 
of the state teachers often find themselves under 
restraints in their private and professional lives, 
inhibiting both their freedom and their effectiveness as 
citizen role models for their students. 
The dissertation includes an overview of the 1936 
Beale study and a literature review in several different 
but highly relevant areas: education, law, and academic 
freedom. One section considers key court decisions that 
account for some of the differences between the author's 
findings and those of Beale in 1936. 
The current research, reported in Chapters V and VI, 
indicates that there have been vast improvements in some of 
the areas that were assessed, but that there are still many 
restraints on teachers, particularly in the area of 
academic freedom. 
The final chapter includes a discussion of the the 
implications of the findings and gives a series of 
recommendations and suggestions for future research. 
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CHAPTER I 
INTRODUCTION 
Now nobody would dispute that the education of 
the young requires the special attention of the 
lawgiver. Indeed the neglect of this in states is 
injurious to their constitutions; for education 
ought to be adapted to the particular form of 
constitution, since the particular character 
belonging to each constitution both guards the 
constitution generally and originally establishes 
it for instance the democratic spirit promotes 
democracy and the oligarchic spirit oligarchy; and 
the best spirit always causes a better 
constitution. 
Aristotle 
Politics. Book VIII 
Every school in this nation teaches its students 
about America's history and about those aspects of this 
society which make it a democratic republic. A crucial 
part of such education includes a study of the Constitution 
with particular emphasis on the first ten amendments, the 
Bill of Rights. Most students are taught that these 
represent the articulation of the ideas and values most 
revered in the society, i.e., the freedom to assemble, to 
speak one's mind, to worship in one's own way and without 
the interference of the state, and other important 
freedoms. To some the document is like a secular bible; to 
1 
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others it is the basic blueprint for democracy. All agree 
that the ideas expressed therein should be part of every 
school's curriculum. 
As a student of philosophical concepts related to 
the First Amendment rights and their relationship to 
academic freedom, and as an educator interested in the 
transmission of values, I have become increasingly 
concerned with attempting to assess the efficacy of 
teaching the respect for and understanding of the concepts 
expressed in the Bill of Rights. As a result of my studies 
of the history of education and of court cases affecting 
the rights of teachers, I have discovered how frequently 
special restrictions are imposed on teachers, the very 
people on whom we depend to transmit the ideas of freedom 
to the young. This has been so since the early years of 
the republic and the establishment of a system of schools: 
teachers as a group have been restricted in their personal 
behavior and in the exercise of their personal, social, 
religious or political beliefs. These restrictions have 
ranged from specifying manner of dress, prohibiting 
drinking, forbidding marriage, to restricting expressions 
of support for certain political or social causes. Many of 
these restrictions are subtly applied beginning at the 
[non]hiring level, and continuing with "friendly" advice, 
extra duties, transfers, 
non-reappointment. 
and of ten ending 
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in 
Many of these restrictions were dropped over time, 
but it was not until the 1960's that a general easing of 
some of the most flagrant infringements occurred. With the 
help of a number of teachers who challenged some of these 
practices, court decisions provided some clarification of 
the special dilemmas in which teachers found themselves. 
The courts tried to balance the unique concern and right of 
a community against the protection of certain fundamental 
rights of citizens, including teachers. Sometimes 
decisions have tended to lean more in the direction of 
individual rights? sometimes the decisions have tended to 
support a community's right to determine and control every 
aspect of their children's socialization and education; and 
sometimes courts have upheld the administrators and their 
need for support among several constituancies. 
Stimulated by an interest in academic freedom and a 
concern over today's renewed efforts of some to impose 
tight control on what is taught and on the behavior of the 
teacher, I set out to try to determine how teachers feel 
about such matters. How aware are most teachers of their 
rights? Do they perceive themselves as being denied 
certain freedoms? Do they feel that some/many have too 
Does this vary with the kind of school, 
much f reedom? 
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e.g., inner city, rural, regional...? Are the teachers' 
perceptions affected by their own schooling? By religion? 
What issues do they view as controversial? How do the 
teachers deal with controversial issues in their own 
classrooms? What is the response of the community when 
teachers take unpopular positions? And at another level, 
what role have the courts taken in cases of dispute? When 
are teachers willing to go to court? What has been the 
effect of court decisions on teachers, on perceptions of 
their freedom? Do teachers' views on these questions vary 
from one discipline to the other? Does the number of years 
of teaching affect the teacher's perception? 
A search of relevant literature unearthed almost no 
scholarly comprehensive research in this area until the 
1960's, with the exception of one major effort carried out 
between 1931 and 1933 by Howard K. Beale, at that time 
visiting professor of history at the University of North 
Carolina. The study, entitled Are American Teachers Free? 
An Analysis of Restraint on the Freedom of Teaching in 
American Schools, involved extensive interviewing and a 
questionnaire survey.[1] The study was sponsored by the 
Commission on the Social Studies of the American Historical 
Association. The results were submitted to the AHA as Part 
XII of the Report of the Commission on the Social Studies 
and published in 1936 by Charles Scribner's Sons. The book 
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contains an elaborate presentation of this multi-faceted 
investigation. While conversational in style and, by 
present standards, methodologically unsophisticated and 
nearly impossible to replicate, it is still a landmark 
piece of research. It offers many insights into the way 
teachers perceived and/or experienced a lack of freedom in 
their lives and in their classrooms fifty years ago. 
Re-examining some of the central issues Beale 
considered half a century later might be useful for several 
reasons. On the one hand, we face many of the pressures 
and problems today that were evident in the early thirties. 
Even the issues have a ring of familiarity: school prayer, 
political dissent, creationism. On the other hand, much 
has happened during those fifty intervening years: World 
War II, the Cold War, Korea, Viet Nam, a civil rights 
revolution and a sexual revolution. There have also been a 
series of challenges to tradition and a growing backlash; 
and there have been many important court decisions related 
to the freedom of teachers. 
As we approach the celebration of the 
Constitution's bicentennial, it is fitting that the current 
situation regarding freedom and teaching be re-assessed. 
Are teachers today concerned with their constitutional 
rights as citizens? Is there greater agreement between 
teachers and others in the community on what constitutes a 
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controversial issue? Does membership in a teachers' union 
have an effect on teachers' willingness to stand up for 
their rights? Does the wording of a legal right as stated 
in legal documents or court decisions hold the same meaning 
for the judge as for those for whom the guarantee or the 
protection is intended? Have court decisions actually 
helped to clarify teachers' perceptions of their rights? 
Have fifty years of history and struggle on the part of 
some helped to give greater definition and understanding to 
* J 
the meaning and importance of the First Amendment? Are all 
teachers today feeling constraints on their personal lives, 
on their political behavior, on their teaching methods or 
materials? Do most teachers agree with the degree of 
society's constraint on them and do not conceive of it as a 
deprivation of freedom? Do English teachers feel the same 
way as science or social studies teachers? Does the size 
of the school district have any effect on their 
perceptions? 
Would a new study like Beale's answer these 
questions? It seemed to me that a new investigation of 
some of these concerns was needed. Fresh information would 
also help to gain some much-needed insight to develop an 
understanding of the degree of importance these issues hold 
in the lives of teachers today, whether all teachers 
perceive these questions in the same way and. most 
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importantly, to illuminate to what extent the attitudes of 
teachers might affect the learning and internalizing of 
these values by the young. 
The Proj ect 
The volume issued by Scribner's Sons is a highly 
itative discussion of Professor Beale's own thinking on 
the problem of freedom in teaching, and the historian's 
knowledge he brings to the topic. His concern with freedom 
of expression was clearly affected by the period in which 
he lived, which included World War I, and the dominant 
concerns with issues of internationalism and peace of that 
time. He spent several chapters discussing the 
relationship of freedom of expression to patriotism and 
politics. He examined the role of the principal in 
relation to an atmosphere of freedom for the teacher with 
regard to curriculum as well as personal behavior. The 
question of textbooks and the specific problems which 
concern teachers and, in turn, school people in general as 
they face demands f rom many constituencies are al so 
considered. Throughout the book Beale weaves a rich 
commentary with some of his findings. He relates the 
latter to the pressures and the forces that affect both 
freedom for teachers and the presumed goals of education. 
Unfortunately, however, he offers no statistical analyses 
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or even raw data. A bibliography and appendix, which 
includes a copy of his questionnaire, complete the volume. 
The themes Beale explored and the issues he raised 
provided a challenging stimulus to repeat his study today, 
i.e., fifty years later. Yet replicating Beale's work was 
impossible. Even though the questionnaire is reprinted in 
the appendix of the book as needed, there is no 
quantitative data reported in the body of the work. And, 
there is no quantitative evidence available anywhere of the 
data the study generated. Even with the assistance of a 
number of reference librarians and researchers including 
some at the Library of Congress, I was unable to discover 
anything except the barest knowledge that the study had 
taken place. A thorough search of materials left in 
archives and other collections of papers has not yet turned 
up any other concrete evidence that might be utilized. 
Several people to whom I spoke mentioned the possibility 
that the material had been destroyed; others indicated 
unconfirmed rumors to the effect that there had been great 
disagreement about the results of Beale's work. There are 
also serious methodological flaws in both the actual 
questionnaire as well as in the manner in which the study 
was carried out which may account for the disappearance of 
the data. However, even though it therefore does not allow 
actual comparison to be made with more carefully obtained 
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data today, the Beale book nevertheless can serve as the 
source of ideas and contexts, themes and issues, and 
historical illumination. For all its flaws it was the 
first and, so far as can be determined, the only attempt to 
address these critical issues in some comprehensive way. 
As such, it remains an important model for further study in 
this area. 
The need for a contemporary investigation became 
even more pressing after reading Beale's findings. It 
presents a rather disturbing picture of restraint and 
abrogation of the rights and freedoms one assumes as part 
of the privileges of American citizenship--at least by 
those who have studied and probed the meaning and intention 
of philosophical ideas dealing with human freedom. The 
restraints in 1933 dealt with aspects of belief and 
practice cited earlier, e.g., personal behavior such as 
participation in unpopular political causes, imposition of 
curriculum by community members without teacher input, 
control over life style and values, often to the point of 
intimidation—especially for non-tenured teachers. At the 
same time Beale demonstrates via excerpts from talks and 
letters that although the actual incidents of such 
restraint might be the same, different teachers from 
disparate disciplines, for example, perceived the effect 
quite differently. 
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Today schools again provide a target for 
wide-ranging views expressed by strong-willed community 
members and special interest groups. Are today's teachers 
imposed upon? Do they sense restraint or do they, like 
Beale's teachers, vary in the perceptions of events that 
affect their lives? 
Using Beale to provide the context for this 
investigation, I could define the project more clearly. 
Like Beale, I designed the study to aid in articulating the 
constraints that teachers have actually experienced, or 
those they might encounter that originate from or are 
related to the rights most other citizens take for granted. 
The multiple challenges here were to determine if the 
actual phenomena occur? to show how the perception of such 
events varied from teacher to teacher, and what factors 
caused these perceptions, both directly and indirectly. 
Because this is often elusive data, and because there are 
many contexts in which relevant incidents take place, the 
instrument used in this study was designed to be subtle and 
probing, and open-ended. The inquiry included questions 
about attitudes as well as events. The analysis brought 
together the relevance of the attitudinal data with that of 
the reported facts. The inquiry probed for attitudes 
regarding freedom as well as constraint? it tried to 
determine its effects on the teacher as an individual and 
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as a professional. Together these findings, coupled with 
the relevant literature in law and in the social sciences 
and in the philosophy of both law and education, could be 
used to illuminate the multiple tensions created by the 
double status of teachers as both servants of the public 
entrusted with a special task, and as citizens of the 
Republic whose freedoms may be somewhat more circumscribed 
because of their chosen profession. 
Purpose and Significance 
Howard Beale carried out his study more than fifty 
years ago, yet there has not been any attempt to replicate 
the effort since then. Meanwhile study committees 
concerned with history and citizenship education continue 
to provide discouraging reports about the lack of 
effectiveness of our present and past curricular efforts, 
particularly in the areas dealing with the teaching of 
concepts of freedom and fundamental rights.[2] It is 
therefore particularly useful to focus on the teacher, 
believed to be a key facilitator in the transmission of 
society's values. We may well find that those who are most 
intimately involved in helping to define and pass on to the 
young the goals of a democratic society may be the very 
ones who are most acutely restricted in their personal 
freedoms as individuals and often in their role as 
teachers. If this is so, this could be a very important 
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factor to consider within the larger area of learning 
theory, for it is well known that modeling is a crucial 
part of effective teaching.[3] Could it be that much of our 
teaching about fundamental rights and respect has been 
eroded and undermined by the constraints, real or imagined, 
imposed on teachers? Unwittingly perhaps, this model makes 
a greater impact on youngsters than the notes and readings 
which appear on their assignment sheets. 
The present study is significant not only for the 
understanding and specific data that will come from it, but 
also for its relevance to our growing concern both with 
more effective teaching and with the teachers' increasing 
dissatisfaction with the profession. It is my hope that 
this project will bring greater understanding of the 
tensions created by the many diverse demands of multiple 
constituancies which teachers must serve by virtue of the 
unique position they hold in a democracy. The work should 
yield relevant information about teachers that can provide 
the basis for a major survey design. Information gleaned 
from this type of research can make an important 
contribution to the sociology of the professions. It can 
also provide helpful feedback for those engaged in the 
policy and practice of education and to others concerned 
with theory and philosophy. And finally, it can help to 
illuminate the attitudes and opinions, the feelings and 
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frustrations of those whose innermost being is so deeply 
affected, namely the classroom teachers. 
By means of an in-depth and more open-ended inquiry 
approach such as that provided by the personal interview, I 
hope to demonstrate that the special roles and 
responsibilities of teachers coupled with the special 
characteristics of elementary and secondary pupils may 
place teachers in a compromising situation, that is, one in 
which their own freedom and their own rights must be 
abrogated. That this may be so is not perceived with equal 
concern, intensity or even agreement among all teachers, 
and indeed may not even be acknowledged or even perceived 
by some. There may be a number of important factors that 
affect teachers' attitude, the actual incidents reported, 
and the teachers' perceptions of them. In fact, the 
problem may lie elsewhere as, for example, in the meaning 
attributed to legal language when used by scholars and 
judges as opposed to the meaning attributed to the words 
used to express constitutional rights—or court 
decisions--by practitioners such as teachers or school 
board members in the daily exercise of their roles. In 
either case the result may serve to undermine both the 
effectiveness of the teacher as the transmitter of 
democratic values and as a role model. Furthermore, if we 
find considerable constraint, we need to recognize that it 
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must exact a toll from those affected. Are we prepared to 
acknowledge this; can we justify the price? 
I believe that in doing so, we may be making a 
great error? that this error may contribute to the lack of 
understanding among the young of the meaning of democratic 
values and concepts of freedom. And it certainly would be 
ironic if our lack of faith in the ideals we profess is 
responsible for the constraints experienced by those whom 
we have entrusted with the transmission of those values. 
Design and Research Methodology 
The usual textbook notion of social research 
is that one forms a hypothesis and then proceeds 
to gather data to confirm or negate it. In many 
instances this may be a tolerable description; 
but. . .the researcher often finds himself with 
an abundance of data, and the problem is how to 
make sense of it. [4] 
With this admonition before my eyes from one of the 
foremost research teachers, I began to map out the 
procedure I planned to use for this investigation. 
The primary goal of the study was to examine 
aspects of freedom in the lives of teachers, particularly 
those in secondary schools. Because of the importance of 
the role modeling that teachers provide and the 
values—particularly civic values—that schools are asked 
the degree of freedom and lack of restraint to transmit. 
15 
that the teacher feels is essential to the full and 
uninhibited exercise of fundamental rights guaranteed by 
the Constitution in both personal and professional 
settings. The degree to which this is experienced by the 
teacher also has a direct relationship to the degree of 
professional freedom that exists and on the professional 
judgment the teacher feels free to exercise. It became 
clear that an exploratory study would be most appropriate 
here because it would meet all three criteria stated by 
Babbies 
Exploratory studies are most typically done 
for three purposes: (1) simply to satisfy the 
researcher's curiosity and desire for better 
understanding, (2) to test the feasibility of 
undertaking a more careful study, and (3) to 
develop the methods to be employed in a more 
careful study.[5] 
The question a researcher (then) asks is 
"what group of people can I study whose 
experiences will highlight the issues that I am 
trying to understand." The rule for selecting a 
group is to choose one that will give you insight 
into the problem.[6] 
Given the Beale study, it would have been sensible 
to plan on locating his data, repeating his research, and 
comparing the data sets from the two projects. But the raw 
data for the Beale research was nowhere to be found. 
Neither the Library of Congress or the several universities 
that had housed Beale or his work had any knowledge of its 
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whereabouts. Furthermore, the cost of doing a nation-wide 
study of the scale that his had been was prohibitive, nor 
was there time or personnel available. But an exploratory 
pilot was certainly in order and might prove to be an 
important contribution to future investigations in this 
area. 
It soon became clear that it was necessary to do 
some field research and to narrow the range to a 
representative sample, given the confines of time, money, 
and personnel. Field research had immediate advantages in 
that it is relatively inexpensive, flexible, and can deal 
with processes occurring over time and, in Babbie's words, 
"is an excellent vehicle for exploratory research."[7] But 
what made it the most appropriate means for this study is 
its effectiveness "for studying the subtle nuances of 
attitudes and behavior, and for examining social processes 
over time."[8] 
To the field researcher, the formulation of 
theoretical propositions, the observation of 
empirical events, and the evaluation of theory 
are typically all part of the same on-going 
process. . . .he develops theories or generalized 
understandings, over the course of his 
observations, ... His tentative conclusions, 
so arrived at, then provide the conceptual 
framework for further observations.[9] 
. . . the researcher looks especially for 
similarities. . . . 
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On the other hand, the field 
constantly alert to differences. 
general deviation of the norms 
observed.[10] 
researcher is 
.on the watch 
he may have 
For these reasons the face-to-face interview was 
also selected, allowing the investigator to put the 
respondent at ease while at the same time to gauge a 
respondent's reaction to questions similar to the ones that 
appear on Beale's questionnaire, some of which may seem 
inflammatory. it also allows one to probe for 
ftion. In this way the research method can be both 
an aid in understanding as well as a way to check on the 
probable veracity of information.[11] 
Babbie also quotes G.eorge J. McCall and 
J. L. Simmons [12] with regard to sampling. He indicates 
that what most field researchers tend to do is to employ 
what has been called a purposive sample, i.e., a sample 
that the researcher believes will yield the most 
comprehensive understanding of the subject under study, 
"based on the intuitive 'feel' for the subject that comes 
from extended observation and reflection." This meant a 
generous amount of time had to be set aside for each 
interview—two full hours at least—which often took place 
in one or more appointments, thus allowing the interviewer 
the opportunity to observe both the setting as well as the 
particular teacher in that setting. At the same time it 
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permitted the researcher to use the respondent as a source 
of others from which to select respondents. This technique 
is often referred to as "snowballing." Potentially it could 
bias the findings, but used carefully it can also serve to 
verify information. 
A sound methodological approach includes defining 
categories, placing some structure around the interview, 
determining how the material would be recorded and made 
accessible for eventual analysis. Categories were defined 
by the knowledge of the Beale study (.e.g., regional 
differences and differences between rural and urban, large 
and small school systems, etc.) and by various insights and 
"hunches" on the part of this researcher. Hence the 
decision was made to sample schools that would represent 
various types of public urban, suburban and regional 
schools, and to sample men and women from three major 
subject areas taught in high schools. 
Since the researcher used the research approach 
described above, a tape recorder was a necessary tool. 
This allowed for the possibility of transcribing the tapes 
for greater usefulness. Access to computer facilities 
eased all of the associated tasks, as well as the actual 
writing of the document. And because this research had 
been spawned in part by the fact that Howard Beale did 
publish a book describing his findings and included a copy 
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of his questionnaire in the appendix, it was used to serve 
as an interview guide in an effort to allow some 
comparisons to be made. Additional questions were added to 
aid in illuminating responses, to allow comparisons to 
other studies cited in the literature, to add data that 
might be useful in showing correlations or directions for 
future research. 
In order to appreciate more fully the changes, if 
any, that were found between these two pieces of research, 
it is important to broaden the perspectives one might wish 
to bring to the findings. Thus knowing that these two 
studies vary enormously one from the other in both scale 
and scope is not enough. Therefore different chapters will 
summarize each study separately and describe methodology 
and findings. Other sections will offer both theoretical 
and factual information and the historical context within 
which to interpret the respective findings. A concluding 
chapter will discuss implications of the results and offer 
some thoughts for policy recommendations and for future 
research. 
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CHAPTER II 
RELATED LITERATURE 
The Development of American ideals 
An understanding of the development of the American 
ideals expressed in the Constitution and particularly in 
that part known as the Bill of Rights is central to this 
study. For this reason an overview is provided here to 
link the reader to the concepts that formed the basis of 
the rights and privileges of all American citizens. The 
section following this will describe actual court cases 
which balance these rights as exercised by teachers against 
those of a competing constituency. The third section will 
cite literature specifically relating issues of freedom to 
teachers and to those taught. 
In his book. The Philosophy of Law in Historical 
Perspective, [1] Joachim Friedrich carefully traces the 
whole concept of law back to biblical times. During that 
period law was seen as the will of God. Friedrich points 
to the major role that Judaism played in shaping the 
western concept of law, for Judaism's one God was 
preoccupied with law and demanded obedience to law--a 
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notion that was quite different from that conveyed by the 
idiosyncratic and often temperamental demands made by the 
numerous Greek gods. Beginning with the Ten Commandments, 
the Torah or Five Books of Moses, and later the Talmud or 
commentary on the Torah, the Jews codified rules to 
regulate their relationship with each other and with their 
God. Thus began the tradition of study, interpretation 
and, of course, obedience to God's law. 
From its earliest inception the notion of justice 
implied punishment for the disobedience of law. Ancient 
Judaism emphasized the need to obey the law in order to be 
a good Jew, having the effect of making everyone who obeyed 
the law equal in the eyes of God, thus carrying forward and 
strengthening the tenuous connection between justice and 
law that had evolved thus far. 
Central to the teachings of Socrates and Plato was 
the concept of the good. Any ideas regarding justice and 
law had at their core the notion of good. Making just laws 
was aiding in bringing about the good. Hence Plato's 
utopian 'polis 1-often translated to mean "state' but more 
appropriately called "community"—came about by the making 
of a basic law. This was seen by Plato as partaking of the 
idea of justice and thus, in turn, participating in the 
concept of the good, and so aiding mankind's efforts to 
achieve happiness. Although this reasoning raises the 
23 
question, which influences what, it seems that Plato 
intuitively sensed this interdependency.[2] 
The idea of the polis participating and reaching 
for the good could, according to Plato, best be brought 
about by the leadership of philosopher-kings, i.e., those 
seeking wisdom through the true understanding of ideas. It 
was his hope that by means of education one would be able 
to develop many more of these wisdom-seekers.[3] 
A community whose leaders were wisdom—seekers 
presumably wouldn't need laws because the wise philosophers 
would be able to realize justice in each situation. Ethics 
was thus at the heart of behavior, according to Plato. 
Law, which could not be in conflict with justice, was only 
necessary because even the wise men of ideas were 
imperfect. The philosopher-king would utilize law in order 
to search for the eternal truths and so form the ideal 
state. Again law was thus not an end in itself but rather 
a means. Thus good political orders are always legal 
orders, that is, "according to law." Law, in Plato's view, 
seems to be a kind of crutch to aid the polis or community 
in its participation towards the good. Law must be shaped 
in such a manner that humans who live under it will be both 
happier and thus better. "Legislation and the 
establishment of the political order are the most perfect 
24 
means in the world to achieve virtue." wrote Plato in his 
Laws. [4] 
Plato would not recognize any laws that had not 
been given for the general good of the community. For him 
laws were the means to enable humans to live well and 
become as virtuous as possible. Law for Plato was an 
object of free philosophical speculation and could be 
derived only from reason and from constantly striving to 
realize the good. 
These connections between the state and justice and 
law give rise to an important consideration of the 
relationship of law, legitimacy and authority. Authority 
in Plato's time was understood as a "confirmation of the 
people's act of will by a council of the elders."[5] That 
is, the will of those who participate in the community's 
common concerns should also be submitted to those who know 
about right and justice, not just to those who know the 
law. 
"... only by reasoned elaboration in terms of 
the community's ideas, values, and beliefs, is 
authority added to the exercise of power, whether 
autocratic or democratic. Power thus reinforced by 
authority acquires the capacity to create law that 
is right and just by making it legitimate.[6] 
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Thus the legislative act or law gained its 
authority from the formal confirmation given by senior 
statesmen, i.e., parliament, or by those "learned in the 
law," i.e., judges. This egalitarian characteristic is in 
sharp contrast to ideas expressed by the Greeks. in the 
legal thought expressed by Plato and Aristotle one gets a 
sense of a spiritual elite instead—a notion abhorrent to 
Americans. But it is not for the notion of a spiritual 
®lite that the work is relevant but for its emphasis on 
justice. In fact, it is Aristotle who made the connection 
between law and justice, or "in relation to the just."[7] 
Aristotle insisted that a distinction be made between 
judgments that derive the just from the nature of the case 
and are based upon general human nature, and those that are 
derived from the specific views of a particular legal 
community. [8] This is the beginning of the concept of 
natural law. 
It is also from Aristotle that we get the 
distinction between private law and public law, or 
constitutional law and 'other' law, a distinction which was 
developed more fully by Cicero and through him became 
central to western legal thought. According to Aristotle a 
natural just law is found within the framework of that 
constitution which is by nature best. [9] Justice can only 
exist between men whose relations are regulated by law. 
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The lawgiver makes the citizen good by habituating him by 
means of law to becoming a good man. But even the best 
laws approved by citizens accomplish little if they are not 
effectively rooted in the fundamental principles of the 
constitution. 
Cicero conveyed a concept from the Stoic 
philosophers that introduced the notion of divine law. 
This was not God's law but rather the result of man's 
special ability to reason: "Law is highest reason, 
imbedded in nature, which commands what should be done, and 
forbids the contrary."[10] 
Because man has the ability to reason, he can 
understand true law or reason of nature--and all men have 
this ability in common. This is similar to the rationale 
that since all men are created in the image of God, they 
can share in God's attributes. For the ancient Jews that 
meant understanding God's laws; for the rationalists it 
meant that as the highest order of creation man could 
reason. 
In contrast to Plato and Aristotle, Cicero diverted 
the direction of legal thought away from the context of the 
polis or community. Instead he saw everything in terms of 
the state or civitas. But from Cicero we gained a legal 
philosophy that is rooted in a rational ethic to which is 
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ascribed a universal validity as a law of human nature. 
And although it was thought that each community might have 
its own laws, civil and otherwise, none was to be in 
opposition to the natural law. This roughly sketched 
framework was also the accepted premise of the authors of 
the American Constitution who claimed that the document 
they were drawing up would establish a government of laws, 
not of men, thus avoiding the formation of an elite while 
supporting the concept of the common good of community. 
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During the middle ages Augustine, and then St. 
Thomas Acquinas again defined law. Acquinas argued that 
since law is a rule and measure of behavior, it must 
necessarily be related to reason. He believed that law is 
a command and therefore a matter of will. Since law is a 
rule for human behavior, it is for the general good. It 
needs to be made public by him who has to take care of the 
community.[11] 
Obedience is demanded by both natural and divine 
law. "Man is bound to obey secular rulers to the extent 
that the order of justice requires"--except under certain 
circumstances: "If such rulers have no just title to 
power, but have usurped it, or if they command things to be 
done which are unjust, . . ."[12] 
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Augustine saw all government as a consequence of 
sin as in the modern concept of the state where 
unrestricted legislative power is central. Acquinas, like 
Aristotle, saw the political order as a natural result of 
human sociability and reason. All law was believed to be 
legal custom, and legislation had only the function of 
clarifying it. Human law in its different forms was 
believed to implement the divine law and natural law.[13] 
This concept helped to gain acceptance and support for a 
set of laws, such as the American Constitution. 
Acquinas asked four important questions concerning 
the law. First, he asked whether the law and laws are 
reasonable or rational. He concluded that reason must 
receive its moving force from the will. But because the 
will is "legislating," the will must be subject to law. 
The second question is whether law is directed 
toward the general good. Since the law is directed towards 
human behavior—whose end is human happiness--he answers 
yes. 
Is everyone suited to making a law? He answers 
affirmatively, partly because the law is directed toward 
the general good. This means it can only be created by the 
reason of all, or of the prince acting on everyone's 
behalf.[14] 
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Finally he stated that the law must be made known 
to all if it is to have any obligatory force at all. 
The will of God is the last and final ground of all 
law and laws. This became the basis for the legitimate 
authority of a ruler. It serves as the major framework 
against which to examine present-day laws and the 
relationship of individuals to them. An important factor 
that affects that relationship is the connection between 
the sanctioning process, i.e., what punishments are used, 
especially when the law is essentially coercive or 
commands. The importance of obedience to law was later 
explored more fully by other scholars, most notably Richard 
Hooker. He reiterated that men live in communities and 
that these rest on a certain order based on the rational 
insight of man into the nature of living together. It 
follows then that the individual could not resist this 
order in a justifiable way. Thus, in spite of his (and 
others') insistence on the need for consent of the 
people—or their representatives, he advocated absolute 
obedience to the laws. Nor did he see escaping this duty 
for any reason whatever.[15] 
The influence of Hobbes and other utilitarians can 
be seen in the current legal system. A positivist, Hobbes 
recognized only the will of the sovereign as the legitimate 
source of law. This will is directed toward carrying out 
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rules for reasonable conduct. These rules of prudence, as 
he called them, are necessary, for 
. . . the laws of nature (as justice, equity, 
modesty, mercy, and in sum doing to others as we 
would be done to) of themselves, without the terror 
some power to cause them to be observed are 
contrary to our natural passions that carry us to 
partiality, pride,revenge and the like.[16] 
"Law properly is the word of him that by right hath 
command over others." "Where there is no common power,there 
is no law: where no law, no injustice." Thus for Hobbes 
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the state of nature is a passionate struggle against all; 
it is a never-ending struggle for power. Unlike Plato, 
there is no highest good but merely a continuous 
progress—one which stops only with death or in a state of 
nature, i.e., man's complete isolation. Because men do not 
want to live in isolation, they make a voluntary compact to 
submit unconditionally to the will of one sovereign, except 
if their lives are threatened. Other than that, the 
sovereign makes the laws via the legitimacy of his power, 
and one must obey except when the sovereign ignores the 
"laws of human nature" or the "rules of prudence." For 
Hobbes common sense is the source of good law; since the 
law of nature relies on reasonable insight and 
understanding, it does not need proclamation. But all 
other legal rules are only validated by publication and 
demand obedience, that is, if they are the will of the duly 
authorized. 
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Locke's legal philosophy, like Hobbes' is 
results f^nmhVd —°f 3 positive legislation which 
results from decisions of the will. But this 
1S imb<rdded in a constitutional law 
which is given a positive legal interpretation by 
making it flow from the people.[17] 
According to Locke, natural law was the starting 
point. its main purpose is to explain the foundation and 
maintenance of the legal order. For Locke the legislative 
power was thus at the center. And according to the law of 
nature, no one could transfer that which was not his, 
whether that be property, power, life or liberty. The law 
of nature thus remains everlasting, and it is up to the 
people to decide who shall exercise the power. Montesquieu 
(16 89-1755) , turned away from natural law, arguing that 
each community must solve its problems according to its own 
"spirit," which is interpreted to mean something akin to 
Rousseau's "general will." At the same time, he supported 
the notion of justice as the raison d'etre of law. (The 
whole doctrine of separation of powers upon which our 
government rests originated with Montesquieu.) It is also 
worth noting that he, like Aristotle, preached moderation 
as a concept central to the productive efforts in the area 
of constitutional law.[18] 
These then are the antecedents of the American 
system—concepts expressed in the Constitution and the Bill 
of Rights. The same principles underlay the dilemma posed 
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in this work and in court cases attempting to cope with 
such issues as: who has power? who legislates what? is it 
legitimate? Is it just? 
As shown above, the only law that could be 
considered legally binding was the one created by the free 
participation of those individuals who would be affected by 
it. [19] Kant adds to this the notion of the "categorical 
imperative, i.e., that this voluntary agreement is indeed 
an expression of the general will, but that this, in turn, 
must be subject to a general law of nature—this latter 
being more like the stance taken by the constitutionalists. 
(See above.) Rousseau believed the general will to be right 
always, that is, it will always tend to the public 
advantage. Kant indicated the autonomous wills of 
individuals can be understood as the expression of the 
general will—that is, by means of his doctrine of the 
categorical imperative. Essentially this states that one 
should act in such a manner that the exercise of one's will 
will at all times be valid as a principle of universal 
legislation.[20] 
But even more crucial for our understanding is 
Kant's belief that all laws are made by the will, whereas 
arbitrary preferences determine the rules according to 
which the laws are made. Only this arbitrary preference 
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can be considered free, the will cannot be called free or 
unf ree. 
one may 
another 
. . If 
ng, my 
el se 
ions 
according to a general law, then whoever prevents 
me [from taking that action] is doing me an 
injustice. [21] 
Freedom now clearly becomes an individual's 
independence from arbitrary coercion of another. And for 
Kant "It is the only and original right that belongs to 
each man by reason of his humanity." The notion of the 
autonomy and liberty of the individual stems from Rousseau 
Furthermore, they, too, as constitutionalists 
supported the tripartite division of powers, and that laws 
must be promulgated in the spirit or ideological commitment 
of the community. 
Kant particularly stressed freedom of speech and 
press. He believed that it was important for individuals 
to be engaged in reasoning, to be free to do so, and in 
this way to be able to critique existing law in order to 
continually improve it. He underscored the necessity of 
doing this publicly and of engaging at all time the consent 
of those who were affected by the legislation. He saw this 
need as resulting from nature and believed that in this way 
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more and more people would act in freedom. The basis of 
this stemmed from religion, in his opinion. 
Friedrich defines a constitution as 
... an attempt to give definite institutional 
forms to the political will of a people. . . .this 
"political will" must be understood as the will to 
live together in a political community. . . .[22] 
From this historical overview we can see that in 
contemporary terms we have created arrangements assuring 
the participation of the people within a constitutional 
framework agreed upon by the people themselves.[23] 
In this way the constitution thus gives shape and 
form to the body politic. It guarantees basic rights which 
define an area which the governmental authorities may not 
enter—or only under very special conditions. The people 
support the constitution by their participation in its 
creation, by_ their active involvement as citizens, and 
finally, by. the support of those values upon which the 
constitution is based. (emphasis mine.) It is these last 
two which are crucial elements in understanding the 
importance of the data generated by this and other studies 
concerned with the freedom and restraint of public school 
teachers. 
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Key Court Decisions 
America's educational history is full of documented 
evidence of the numerous restraints, both private and 
public, that teachers have had to endure. Historians of 
American education such as Ellwood p. Cubberly, Willard S. 
Elsbree, Lawrence Cremin, David Tyack [24] and many others 
offer numerous examples in their writing. These authors go 
back to the beginnings of the licensing requirements such 
as those drawn up in 17 60 by the governor of New Jersey 
which demanded not only that the prospective teacher 
demonstrate his ability to read and write, but also show 
evidence of good character, loyal principles, and professed 
Protestant faith.[25] 
Being "unsound in the faith, or scandalous in their 
lives & have not given satisfaction according to the Rules 
of Christ" was repeated over and over in the colonies and 
later states as sufficient reason not to hire an individual 
as a teacher. This did not strike anyone as unusual since 
it must be remembered that church and state were often one 
in the countries from which the settlers came--in spite of 
the fact that many had fled to these shores for that very 
reason. As noted earlier, European universities evolved 
from or were related to the Church and/or study in 
religion, theology and philosophy. This explains why the 
earliest expressions of academic freedom meant the 
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separation of the the church's teaching and church doctrine 
from the thoughts and teachings of university faculty. At 
the same time, however, the church and the state were 
indeed one in reality, so that the intertwining of 
requirements involving one's religious behavior and one's 
teaching skills did not seem at all unusual to teaching 
applicants of that period. And finally it must be 
remembered that the primary purpose of schooling at that 
time was to enable one to read Scripture to "delude Satan" 
and thus save one's soul. The standards for schoolmasters 
set forth by the New York Society for the Propagation of 
the Gospel in Foreign Parts in 1711-1712 serve to 
illustrate how these ideas were incorporated into the 
multi-faceted requirements that would-be teachers had to 
meet before they could be hired. 
That no person be admitted as Schoolmasters 
till he bring certificate of the following 
particulars: 
1. his age. 2. his conditions of life, 
whether single or mary'd. 3. his temper. 
4. his prudence. 5. his learning. 6. his 
sober & pious conversation. 7. his zeal 
for the Xtian Religion & diligence in his 
calling. 8. his affection to the present 
government. 9. his conformity to the 
doctrine & discipline of the Ch. of 
England. 
That no person shall be sent as Schoolmaster by 
Soc. till he has been tryed & approved by three 
members appointed by the Soc. or Committee who 
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shall testify by word or 
teach reading, writing, 
Ch. of England & and such 
Soc. shall order.[26] 
writing his ability to 
& the Catechism of the 
exposition thereof as the 
According to Elsbree, the public was very critical 
of the conduct of teachers during the first hundred years 
of the new republic. 
The teacher's private life has always been open 
to public scrutiny like a goldfish in a glass bowl. 
Tradition has given teachers a place in society 
comparable to that of ministers and the 
restrictions placed upon their conduct have been 
many and varied. Unlike members of the medical and 
legal professions and even government employee, 
they have been denied the privilege of leading 
their lives according to the dictates of their own 
consciences. The explanation for this lies in the 
nature of the business in which they are engaged. 
Entrusted with the responsibility of instructing 
the young, they stand _in loco parentis before the 
law and the publ ic and are expected to keep 
themselves above reproach and to be subservient to 
the wishes of the most pious patron on the 
community. (emphasis mine) Only as the mores and 
standards of conduct have changed with succeeding 
generations have teachers been released from their 
chains and shackles and been permitted the breath 
of freedom enjoyed by their brethren and sisters in 
other walks of life. [27] 
Is the public still so critical of its teachers? 
Have the courts not helped to create a new climate in which 
teachers can speak and act as freely as other citizens? 
Yes and no. Although mores and standards of conduct have 
changed considerably, it can hardly be said that teachers 
have been "permitted the breath of freedom enjoyed by their 
brethren and sisters in other walks of life. 
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Although the educational history of the early years 
of the Republic shows that restraints tended to focus on 
aspects of personal behavior such as smoking and drinking, 
church attendance and moral character, there is evidence of 
a small but growing number of individuals who questioned 
the rights of their fellow citizens to scrutinize and 
restrain so much of their most personal and even private 
activity for which ordinary citizens used their own 
conscience as a guide. Nor was the teacher's academic 
freedom protected in any way, not even by the courts. 
Indeed, there was almost no judicial opinion in which the 
terms were even used.[28] It is worth noting that it is not 
until many decades later that concern becomes widespread 
about this state affairs. Both the Beale volumes and the 
Elsbree work document this extensively. Teachers in higher 
education formed the American Association of University 
Professors (AAUP) in 1915, and the National Education 
Association and The American Federation of Teachers had 
special committees concerned with these issues. But it is 
not until the decade of the sixties that we find the 
intense focus by the courts on issues of fundamental rights 
of teachers as citizens. As we have seen in other sections 
of the present work, there were many reasons for this, but 
probably the most important was that for the first time 
help was sought from the judicial system by means of 
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turning to the courts to appeal the continued deprivation 
of rights that teachers were experiencing. 
Court Cases 
The study of legal considerations and actual court 
cases produces a very clear picture of the tensions created 
by exercise of fundamental rights by teachers (and 
students) and the concerns raised by members of the 
community with regard to the influence teachers might exert 
over their children. The result is often still more 
restraints on teachers who have increasingly turned to the 
courts for resolutions of these conflict. The more obvious 
cases that come to mind are the ones that concern 
curriculum. Here both issues of censorship and students' 
rights to know become additional issues. At the heart of 
these concerns can also be seen a challenge of the teacher 
in his or her role as professional. Questions pertaining 
to books placed on reading lists, topics covered in science 
or social studies classes, and positions expounded or even 
personally held by teachers are the source of community 
concern, outcry, and occasionally legal challenge. Thus 
looking at the court cases alone tells us that this is 
merely the proverbial tip of the iceberg since these are 
situations and/or conflicts that made it to the courts in 
the first place, and to the Supreme Court of the United 
States at that.. 
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Louis Fischer and David Schimmel are two scholars 
who have looked at these issues extensively in their books. 
The Rights of_ Students and Teachers and, with Cynthia 
Kelly, Teachers and the Law. Others include Mark G. Yudof 
and David L.Kirp who edited Educational Pol icy and the Law 
(McCutchan 1974). [29] It is worth quoting Kirp and Yudof in 
their introduction to the first edition's chapter dealing 
with teachers' rights: 
In many respects the legal rights of teachers 
may be viewed as indistinguishable from those of 
students. In a public institution dedicated to 
teaching skills and values to the young, the 
teacher, like the student, often must put aside her 
personal preferences and interests in order to 
conform to the bureaucratic and institutional 
demands of a goal-oriented enterprise. From this 
perspective, the teacher is no more nor less able 
than the student to disrupt the educational process 
or challenge the policy decisions of administrators 
or elected school officials, (emphasis mine.) [30] 
The Tinker doctrine that "It can hardly be argued 
that either students or teachers shed their constitutional 
rights to freedom of speech or expression at the 
school-house gate" [31] seems rather inconsistent with Kirp 
and Yudof's description. Indeed, Justice Abe Fortas went 
on to quote from a previous Supreme Court opinion stating 
that because school boards "are educating the young for 
citizenship is reason for scrupulous protections of the 
individual, if we are not to strangle the free mind at its 
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source and teach youth to discount important principles of 
our government as mere platitudes." [32] (emphasis mine) 
Why then should teachers be inhibited or dissuaded 
from challenging policy decisions of administrators or 
elected school officials? in fact, not only do they thus 
end up giving up a right that other citizens do enjoy if we 
reason as Kirp and Yudof appear to, but in some ways it 
seems particularly appropriate that teachers do the 
challenging of educational issues since they are, after 
all, the trained professionals to whom we entrust the task 
of instilling adherence to democratic principles? it is 
also important to have teachers model the fact that 
challenging policy does not necessarily have to be 
disruptive--especially in view of the fact that it is 
teachers who are most directly affected by these policies. 
The Supreme Court seems to support this view, as we shall 
see below. 
Fischer and Schimmel give a quick run-down of the 
more specific areas of restriction in the lives of 
teachers. Besides the general concern for God and country 
noted as prevalent during the nation's early years, there 
were firmly stated prohibitions against drinking, smoking, 
dancing, attending the theater, getting married, even 
rumors of sexual immorality, late hours, unfavorable 
publicity, rumors or gossip, however unfounded, personal 
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appearance (covering everything from gay colors, length of 
hair, to make-up and length of skirt, interaction with 
blacks, and membership in various organizations. in these 
authors' words: "Teachers were not to take part in open, 
public criticism of issues, leaders, or organizations. The 
widely accepted exercise of free speech, press, or assembly 
was denied them. Any type of activity related to labor 
organizations was discouraged, and membership in teachers' 
unions would typically lead to dismissal."[33] As recently 
as 1936 a teacher's contract might commit her to donate her 
free time to Sunday School work, to the betterment of the 
community, not to go out, fall in love or marry, and to 
"consider herself at all times the willing servant of the 
school board and the community 
As indicated above, these kinds of restraints 
lasted well into recent decades and, as our present data 
indicate, many are still with us in one form or another. 
Discussed elsewhere in this work is the changing political, 
economic and social landscape that helped to bring about 
some specific changes and/or gave teachers the support they 
needed to challenge some of these long-accepted practices. 
Once a challenge was made, these controversies tended to 
land in court, and if not settled to the parties' 
satisfaction, were appealed to higher courts. Therefore 
these cases form the legal underpinnings that 
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permitted teachers to begin to gain for themselves those 
rights to which they are entitled as citizens of the United 
States. 
*Lirst Amendment Rights in Public 
One of the landmark decisions is the 1962 Pickering 
case. Marvin Pickering was an Illinois high school teacher 
who sent a letter to his local newspaper in which he 
expressed criticism of the superintendent and local school 
board for trying to raise money for new schools and for the 
way they spent money on athletics—a letter not unlike many 
one might find in newspapers in all parts of the country. 
The result was that an angered school board charged him 
with "making untrue and false statements that questioned 
and impugned their motives and. . . competence of this 
Board. . . and Administrators. . . damaged the(ir) 
professional reputations. . . ."[34] 
After a full hearing on these charges, the board 
dismissed Mr. Pickering—an action upheld by the local 
courts. 
Pickering appealed to the Illinois Supreme Court 
which not only upheld the lower court's decision but also 
pointed out that many of Pickering's charges were 
unfounded? that he did not have the right to make critical 
statements about the school board or the administration by 
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virtue of the fact that he had accepted a teaching position 
and was thus obligated (emphasis mine) to refrain from 
making possibly detrimental statements about the operation 
of the school. 
Because Mr. Pickering felt he had been denied First 
Amendment rights, he appealed to the United States Supreme 
Court. The issue of the false and misleading statements 
was brought up, as well as the question of obligations 
while a public employee, and particularly a teacher. 
Justice Marshall tried to steer a compromise course: 
... to arrive at a balance between the interests 
of the teacher, as citizen, in commenting upon 
matters of concern and interests of the State, as 
an employer, in promoting the efficiency of the 
public services it performs through its 
employees.[35] 
The Supreme Court decision decided that critical 
comments by a teacher on matters of public policy that are 
substantially correct cannot form the basis for dismissal. 
Furthermore, they stated in their opinion that expenditure 
on specific items was a judgmental question inviting debate 
and not one detrimental to the schools; that especially the 
issue of additional funding is one of public concern and 
that therefore: 
Free and open debate is vital to informed 
decision-making by the electorate. Teachers are, 
as a class, members of a community most likely to 
have informed and definite opinions as to how funds 
allocated to the operation of the schools should be 
spent. Accordingly, it is essential that they be 
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roifi spea^.out on such questions without fear of 
retaliatory dismissal.[36] 
In a case such as this, absent proof of false 
statements knowingly or recklessly made by him, a 
teacher's exercise of his right to speak on issues 
of public importance may not furnish the basis for 
his dismissal from public employment.[37] 
The case is justly famous because for the first 
time the issue of a teacher's freedom to exercise First 
Amendment rights is addressed by the Supreme Court—indeed, 
it went so far as to state that it was perhaps even a duty 
for a teacher to speak out on questions that were 
especially relevant to the teacher's professional 
expertise, as well as those that were legitimately in the 
arena of citizen-decision-making. Justice Marshall stated 
the problem: "to arrive at a balance between the interests 
of the teacher, as citizen, comenting on matters of public 
concern, and the interests of the state. . . . Justice 
White hastened to caution that "Deliberate misstatements or 
reckless falsehoods serve no First Amendment ends and 
deserve no protection under that Amendment."[38] 
Because this case was decided by the United States 
Supreme Court, it was binding on all other state and 
federal courts. This particular phenomenon was no doubt 
instrumental in bringing more cases to trial while at the 
46 
same time offering the strength of a Supreme Court decision 
as precedent to guide lower court judges in deciding the 
spate of cases that followed such as, for example, Lusk v. 
Estes. [39] 
In this case the federal district court utilized 
the Pickering ruling to offer protection to a high school 
teacher in Dallas, Texas, who had written to his 
superintendent regarding his concern over the inability of 
the city to insure the safety of the community because he 
believed the school conditions were so bad that they might 
well produce massive disorders if they were not improved. 
His statements received wide media coverage which, in turn, 
resulted in strained relations between him and the school 
administration, and he was subsequently fired. An 
interesting aside came out of this case in that the judge 
ruled that "society's interest in information concerning 
the operation of its schools far outweighs any strain on 
the teacher-principal relationship." But more important for 
our purposes here is what Judge Hill said in this case with 
regard to the First Amendment issue which was so central to 
Pickering and in this case: only if the exercise of the 
teacher's First Amendment rights "materially and 
substantially impedes the teacher's proper performance of 
his daily duties in the classroom or disrupts the regular 
operation of the school will a restriction of his rights be 
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tolerated.”[40] Here Judge Hill used the Tinker doctrine 
which goes beyond the balancing test, thus making this a 
stronger judgment. 
The phrase, "material and substantial" has a 
familiar ring, as well it ought. But most important here 
is both the extension of the First Amendment to this case 
as well as what is on the one hand a restriction and on the 
other one of those vague and difficult loopholes that 
leaves room for another judgment call. It should be noted, 
however, that it is made clear in this cases as well as 
most others concerning individual rights, that the 
protection of the exercise of individual rights is clearly 
secondary to the regular operation of a school. This 
leaves less to judgment than the other priority cited, 
i.e., that a teacher's daily duties in the classroom must 
be materially and substantially impeded before the 
curtailment of a teacher's exercise of First Amendment 
rights can be justified. Given the court's sensitivity to 
the the role modeling function of the teacher described 
here and elsewhere in this work, it might well be expected 
that the courts would take the harder line, that is, 
restraint is only justified if the school's operation is 
substantially interrupted. Thus the court could present 
the two competing interests while underscoring principles. 
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A case that moved the dilemma out of the possible 
restrictions presented by being inside an actual school 
building and/or affecting the teacher's ability to operate 
the classroom is the Givhan case.[41] 
In this case a young junior high school teacher was 
accused by her principal of making unreasonable and petty 
demands, and that she was loud, hostile and insulting. She 
was subsequently fired. Although the lower court did not 
characterize her behavior as the principal had done, it 
nevertheless found in favor of the school's action because 
it did not believe privately expressed opinions or 
complaints to the principal in his office come under the 
protection of the First Amendment. 
The Supreme Court did not agree. Instead the Court 
argued that the application of the First Amendment required 
the same sort of balancing of each side's legitimate 
concerns for private utterances as well as public 
utterances by a public employee. Indeed, the Court held 
that a teacher's freedom of speech is not lost when he 
"arranges to communicate privately with his employer rather 
than to spread his views before the public."[42] 
But, as in the cases summarized above, the Court 
hastened to point out that the teacher's public or private 
speech may not be protected if it interferes with "the 
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proper performance of his classroom duties" or interferes 
with the operation of the school. Judge Rehnquist added 
that it was often necessary to take into consideration 
"manner, time, and place" when engaging in the balancing of 
individual rights that appeared to conflict.[43] 
Fischer and Schimmel underscore an important aspect 
of this ruling, i.e., if the court finds that a 
constitutionally protected criticism was one of the reasons 
for a teacher's dismissal, the Givhan decision does not 
guarantee that the teacher will be reinstated. What would 
need to take place is a two-step judicial analysis in which 
the judiciary must find that the teacher can prove that the 
conduct is protected by the Constitution and that it served 
as a major factor in the dismissal. Secondly, the school 
board then has an opportunity to try to prove that it would 
have come to the same conclusion without using the 
protected conduct. Then the dismissal would be upheld, 
regardless of the fact that appeal of dismissal was sought 
on the basis of infringement of constitutionally protected 
rights. One can easily envision how a school board 
committed to dismiss a teacher would attempt to show that 
constitutionally protected rights were not at issue. But 
what is important here is that the burden of proof now 
shifts back to the school board as opposed to the 
plaintiff. 
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The matter of a teacher's right to complain has 
come up a number of times in the Beale research and in the 
present work. Again, it has only been as a result of slow, 
painstaking and expensive litigation that it has become 
clear that a teacher's right to criticize or disagree is 
essentially a question of freedom of speech and as such 
protected by the Constitution. But it has become 
increasingly difficult to prove that the dismissal was due 
to the complaints. A series of cases dealt with variations 
on this theme. [44] It is worthwhile to look at one of 
these, the 1969 case of the Los Angeles Teachers Union v. 
Los Angeles City Board of Education.[45] 
In Los Angeles in 1967, the L.A. Teachers Union 
circulated a petition directed to the then Governor Reagan 
calling for certain improvements and opposing cutbacks in 
funds for higher education. When the L. A. school board 
forbade the circulation of the petition, the union asked 
the courts to prohibit the board from interfering with the 
teachers' First Amendment rights. In 1969 the California 
Supreme Court came out with a strong position in support of 
protecting these rights: "tolerance of the unrest (the 
stated reason for the school board’s prohibiting the 
circulation of the petition) intrinsic to the expression of 
controversial ideas is constitutionally required (emphasis 
mine) even in the school."[46] 
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The case only went as far as the California Supreme 
Court and therefore was not binding on other states' 
courts. Nevertheless, the importance of the issue decided 
here was not lost. But this era of liberal interpretation 
was to end in 19 83 when the courts refused to protect 
public employees' speech if it concerned matters of 
personal rather than public concerns in Connick v. Myers. 
Thus far we have looked specifically at cases 
dealing with First Amendment rights and how the various 
decisions have helped to hammer out circumstances relating 
to teachers' constitutional rights and under what 
conditions they are protected. But the list of restraints 
in the lives of teachers covers more than restrictions on 
their First Amendment rights, as noted earlier in this 
chapter. It is important to get a sense of how pervasive 
these restraints have been in teachers' private lives and 
on their conduct, and what changes, if any, we might expect 
in this arena. 
Teachers' Private Lives 
In many ways this is the most controversial area 
from the different perspectives of those concerned with 
teachers' public behavior. The teacher believes s/he is a 
private citizen entitled to take part in activities such as 
dancing, smoking, drinking, getting married or going to the 
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theater just like any other member of the community. 
Should that include activities like smoking pot, getting 
intoxicated, visiting a gay bar or streaking colors in 
one's hair, like some other members of the community? with 
the exception of the colored hair, the other activities 
need in no way affect the classroom or the manner in which 
the teacher operates the classroom. If that is indeed the 
case, why be so concerned with the teacher's off-duty, 
out—of — the-classroom time and activities? Is part of the 
requirement for teaching to be better than one's peers? 
Should teachers be held to a higher standard of behavior? 
It is clear from our brief historical overview 
above that in the past the answer to all these questions 
was "yes." Throughout much of our history there was no 
question that teachers were expected to conform to 
idealistic and often unrealistic expectations held up to 
them in order to be hired. Has this changed? Have recent 
decades also seen litigation affecting the personal and 
private lives of teachers? Have the same social phenomena 
had an effect in this arena, and if so, in what ways? 
A good place to start is with sexual behavior about 
which society is always conflicted. Issues of morality are 
especially difficult in a time of changing norms and 
values, and they have a tendency to split people not only 
along the lines of absolutism and relativism but also on 
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the question of the imposition of standards only on those 
who believe in them or those who would impose them on 
everyone. In the 1962 California Sarac case [47] a high 
school teacher lost his teaching license after being 
charged with making homosexual advances to a patrolman on a 
beach. It was decided in no uncertain terms; no ambiguous 
language here; "Homosexual behavior has long been contrary 
and abhorrent to the mores and moral standards of the 
people of California. . . ."[48] 
Here there was no mincing of words with regard to 
the behavior, and as such, it came under the Education 
Code. On the one hand, the behavior was not specified in 
the Code; on the other, one might argue that Sarac was 
certainly aware of what was generally acceptable behavior 
within the wording of the Code and that by virtue of 
signing a contract, he had agreed to abide by the Code. 
But the other aspect of this case is whether the Code is 
like the early American documents described earlier which 
circumscribe the behavior and the personal life of a 
teacher to a greater degree than other citizens. And 
although the answer must be "yes" to both questions, one 
needs to ask a third question which is whether in so doing, 
society has deprived a group of its citizens of certain 
rights and freedoms because of the fact that they are 
teachers? And perhaps the answer is yes. One must, as the 
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courts did in this case, go back to the fact that the 
teacher is in daily close contact with his/her pupils and 
that s/he is therefore willy-nilly a role model because 
children, even older, presumably more mature high-school- 
aged youngsters are impressionable. It is also impossible 
to have parents teach children to look up to their teachers 
and follow their ways while at the same time expect 
youngsters to take such advice with a grain of salt. 
If teachers in their personal lives act on values 
that are not generally shared by the community, and this 
behavior becomes widely known as happens when a teacher is 
arrested or mentioned in the local media, do they then have 
the right to call up the Constitution and the Bill of 
Rights in their defense when they contractually agreed to 
some sort of code of behavior that may indeed curtail some 
personal freedoms? Is the code to blame in that it is 
perhaps too broad and vague and leaves too much to be 
interpreted or to the individuals's discretionary judgment? 
Is the community to blame for insisting that teachers give 
up so many rights in order that they may become bland role 
models? And do the members of a community have the right 
to select adults designated to teach the young math and 
science (and also cooperation and generosity of spirit and 
inevitably some other attitudes, beliefs, facts and perhaps 
even behaviors) according to the community's consensus of 
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shared values? And if so, do they then also have the right 
to de-select from among those the ones who have failed to 
measure up to this consensus of shared values? 
Neither the Constitution nor the state education 
laws provide courts with standards to judge most 
educational decisions, let alone those that intertwine with 
personal values and behavior. How do they balance the 
legitimate interests of the varying parties? 
* / 
In the case of California teacher, Marc Morrison, 
who also had his teaching license revoked as result of 
being charged with engaging in homosexual activity which 
became public knowledge, the decision came out differently 
from Sarac. [49] 
This time the court seemed to recognize that 
phrases like "immoral" and "unprofessional" might be 
interpreted to mean anything anyone might not like. It is 
also interesting to note the degree to which the California 
Supreme Court's opinion reflects the generally more open, 
liberal and, above all, changing social and sexual mores, 
although this was by no means true in all parts of the 
country and particularly with regard to homosexuality. 
It is dangerous to allow the terms immoral and 
unprofessional to be broadly interpreted. To many 
people, "immoral conduct" includes laziness, 
gluttony selfishness, and cowardice. To others, 
"unprofessional conduct" for teachers includes 
signing petitions, opposing majority opinions, and 
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drinking alcoholic beverages. Therefore, unless 
these terms are carefully and narrowly interpreted 
they could be applied to most teachers in the 
state. 
The Board of Education should not be empowered 
to dismiss any teacher whose personal, private 
conduct incurs its disapproval. A teacher's 
behavior should disqualify him only when it is 
clearly related to his effectiveness in his job. 
When his job as a teacher is not affected, his 
private behavior is his own business and should not 
form a basis for discipline.[50] 
And, in case of any further doubt: 
Finally, we do not, of course, hold that 
homosexuals must be permitted to teach in the 
public schools of California. As we have 
explained, the relevant statutes, as well as the 
applicable principles of constitutional law, 
require only that the board properly find, pursuant 
to the precepts set forth in this opinion, that an 
individual is not fit to teach. . . .[51] 
A dissent by Justice Sullivan argues that the court 
overlooked the central question, that is, is homosexual 
behavior an immoral activity, and if that question is 
answered in the affirmative, the teacher is clearly in 
violation of the California Education Code. He points out 
that both the Board and the trial court answered that 
question and stated this was immoral behavior 
(homosexuality was forbidden by California law during this 
period) and therefore this rendered him unfit to teach. 
Says Sullivan, "I cannot say there is no rational 
connection between petitioner's homosexual acts and his 
fitness to teach."[52] And although others on the 
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California bench might have shared this observation, they 
attempted to weigh the competing interests of the teacher's 
rights versus those of society and nevertheless concluded 
that an individual cannot be removed from the teaching 
profession unless s/he presents a threat of significant 
harm to those with whom s/he comes in contact as result of 
being a teacher. 
This latter point is again the extremely vague and 
difficult aspect of how one assesses the impact of the 
teacher as role model and/or significant adult in the lives 
of so many youngsters. It is especially difficult to 
assess in view of the fact that Sarac's behavior had been 
public and Morrison's became public. Nevertheless, the 
words used to make a judgment had the potential for witch 
hunting, and the Court further recognized a continuum which 
they stated in terms of a "threat of significant harm." 
One answer and frequent result of this kind of 
tension between competing constituencies, each with 
legitimate concerns, has been to circumscribe the teacher's 
speech, behavior, and/or academic and personal freedom 
within the classroom as well. This creates another set of 
dilemmas and may result in teaching that leave students 
uninvolved at best and at worst alienated from the entire 
educational process. But more of this later. 
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The caution against using the descriptor, immoral 
behavior, comes up again in cases dealing with those who 
are single parents, whose single-parenthood is looked upon 
as representing the result of immoral behavior. In the 
case of a Mississippi school district, the superintendent 
declined to hire one teacher nor renewed another who was 
known to have an illegitimate child. Here the federal 
appeals court came to grips with many of the implications 
of such discrimination. The 197 5 Andrews case was the 
first to start rejecting long-held assumptions about women 
who had children and were not married. It also rejected 
the notion that one such event in the past of individuals 
should forever condemn them, no matter how impeccable their 
present lives; and finally the court pointed out that such 
a policy would be in violation of the equal protection 
clause of the Constitution since it unfairly singled out 
women and did not deal with men engaged in the same 
activity.[53] 
In South Dakota in 1976 an elementary school 
teacher was fired because she was living with a male to 
whom she was not married. She claimed this violated her 
rights to privacy and freedom of association. The court 
supported the board's action saying that the scope and 
limits of the newly evolving constitutional right to 
privacy was not clear—and of course would still have to be 
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balanced against the board-s legitimate concern with 
education of its students.[54] 
the 
Contrary results were reached in the case of an 
elementary teacher who had taught for ten years in Missouri 
and was suspended on the grounds of immorality. Diane 
Thompson's boyfriend had moved in with her and as result 
she was told she could resign or be fired and lose her 
credential. Ms Thompson married her boyfriend and so 
informed the school authorities. Nevertheless the board 
suspended her. The 1980 court decision brought the focus 
around again to the learning environment within the school 
and classroom, and stated that this was not affected by her 
behavior. Furthermore, the mere fact that some parents had 
a negative attitude towards her could not be considered 
sufficient evidence that the teacher's behavior would 
undermine the classroom environment for learning.[55] 
Questions having to do with discretion and "normal 
prudence" are often at the heart of these cases and is 
therefore an important indicator of the difficulty we have 
in agreeing not only on certain values, but also on whether 
the behavior summed up this way is indeed harmful to 
youngsters. As a result we get phrases that allow for the 
kind of breadth that defies clear definition and cannot 
provide guidelines for behavior. Their very ambiguity 
speaks to the dilemma of acknowledging society's legitimate 
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concerns over the possible effects of teacher behavior and 
other activities on the young put in their charge, and the 
restraints that proscriptions inevitably place on teachers. 
Such was the point made in the case of Elizabeth Pettit who 
taught mentally retarded children in California for some 13 
years. [56] 
Ms Pettit was a member of a club which promoted 
diverse sexual activities among its members. She was 
arrested at what was ostensibly a private party--although 
anyone who paid a small fee, could join—by an undercover 
policeman who had observed her in such activity with three 
different men. It is difficult to imagine a private party 
and not realizing a policeman was present. Ms Pettit had 
also been on television, although disguised, discussing 
this type of activity. Her license was revoked on the 
basis of moral turpitude. She appealed the decision, but 
the California Supreme Court upheld the decision because 
her behavior reflected "a total lack of concern for 
privacy, decorum, or preservation of her dignity and 
reputation" and indicated "a serious defect of moral 
character, normal prudence and good common sense."[57] 
Although this case was decided in 1973, it is 
doubtful that the outcome would be very different today. 
There might have been a case made based on an invasion of 
privacy by an undercover policeman at a private party, but 
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it hardly sounded like a small gathering of close friends, 
so this is not likely. it is true that the activity might 
not even have aroused public notice if it had not been for 
her arrest. Indeed, the dissenting opinion voiced just 
such an objection and underlined another relevant, more 
significant concern, i.e., that the majority's values are 
often inconsistent with those actually adhered to in the 
wider society. 
Interestingly enough, these and several other cases 
dealing with this issue tend to reflect not only the 
general confusion of the larger society but also an effort 
to define the guidelines. In 1984 the Oregon [58] Appeals 
Court upheld the dismissal of a teacher for homosexual 
conduct in the rear of a bookstore because it now became 
public and with the resultant parental reaction, his 
teaching function became impaired. On the other hand, the 
Supreme Court of Washington upheld the dismissal of an 
excellent high school teacher who had admitted to his 
vice-principal in private conversation that he was a 
homosexual. [59] His class teaching was not impaired until 
he was arrested. He appealed on the basis that not he, but 
rather the school official had publicized his statement. 
In contrast to Morrison, (and perhaps this is also a 
statement of contrast between California and Washington) 
the Washington Court ruled that it was the vice-principal's 
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—to reP°rt this information because to have waited for 
some overt activity would be asking them to "take an 
unacceptable risk." [60] 
The knowledge that decisions such as those made in 
the case of Morrison, on the one hand, and Gaylord on the 
other, provides special concern since these decisions form 
the basis for future action on the part of great number of 
school boards as well as for appeals from those who feel 
unjustly disciplined. Decisions such as these help to 
bring to the forefront of deliberation the very basic 
issues at stake. What's more, it is often possible to 
sense the nation's value consensus, or lack thereof, 
reflected in both the deliberations as well as the 
decisions of the period. Sometimes they may reflect a 
certain amount of regional variation as was the case here. 
But no matter which, the majority and minority opinions 
resulting from the often long and bitter debates within the 
courts are enormously valuable in trying to come to grips 
with what is at issue in this research, namely, are 
American teachers free? 
Academic Freedom 
Among the several topics subsumed under academic 
freedom loyalty oaths rank high. Spawned by the post World 
War II paranoia,they appeared in various forms all over the 
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country. New York state passed the Feinberg law in 1949 
implementing earlier state statutes requiring all public 
employees to take a loyalty oath. 
A 1952 case challenging the Feinberg law in New 
York is probably the first to discuss the concept of 
academic freedom. The Supreme Court upheld the law—which 
was later overturned by the Keyishian decision—but not 
without some vigorous dissent. in Adler v. Board of 
Education Justice Minton stated that there were even 
special reasons for applying more stringent loyalty 
requirements for teachers: 
A teacher. . . shapes the attitude of young 
minds toward the society in which they live. In 
this, the state has a vital concern. . . . That 
the school authorities have the right and the duty 
to screen the officials, teachers, and employees as 
to their fitness to maintain the integrity of the 
schools as a part of ordered society, cannot be 
doubted.[61] 
Justice William 0.Douglas, an outspoken civil 
libertarian, and Justice Hugo Black, another great advocate 
of First Amendment rights, both pointed out why loyalty 
regulations were particularly repugnant to teachers: 
. . .There can be no real academic freedom in that 
environment where suspicion fills the air, and 
holds scholars in line for fear of their jobs; 
there can be no exercise of the free 
intellect. ... A problem can no longer be 
pursued with impunity to its edge. Fear stalks the 
classroom. The teacher is no longer a stimulant to 
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adventurous thinking; she becomes instead a 
pipeline for safe and sound information. 
Instruction tends to become sterile; pursuit of 
knowledge is discouraged; discussion often leaves 
off where it should begin.[62] 
There were several other key decisions which helped 
the Court to define more carefully the concept of academic 
freedom. Among these were Weiman v. Updegraff and Sweezy 
v. New Hampshire. Although they were concerned with 
teachers in higher education, it was clear that the Court's 
First Amendment supporters—in this case. Justice Felix 
Frankfurter—understood the relevance of their words and 
their ruling to the entire educational range. 
To regard teachers-in our entire educational 
system, from the primary grades to the university 
(emphasis mine)-as the priests of our democracy is 
therefore not to indulge in hyperbole. It is the 
special task of teachers to foster those habits of 
open-mindedness and critical inquiry which alone 
make for responsible citizens, who, in turn, make 
possible an enlightened and effective public 
opinion. Teachers must fulfill their function by 
precept and practice, by the very atmosphere which 
they generate; they must be exemplars of 
open-mindedness and free inquiry. They cannot 
carry out their noble task if the conditions for 
the practice of a responsible and critical mind are 
denied to them. They must have the freedom of 
responsible inquiry, by thought and 
action,....[63] 
Chief Justice Earl Warren, also writing for 
Justices Black, Douglas and Brennan in reversing a New 
Hampshire contempt conviction for Professor Sweezy, wrote: 
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a* °ne S^°uld underestimate the vital role in 
trafn ™raCy -!:hat 1S played hY those who guide and 
r youth. . . . Scholarship cannot flourish 
in an atmosphere of suspicion and distrust 
Teachers and students must always remain free to 
inquire, to study and to evaluate, to gain new 
maturity and understanding; otherwise our 
civilization will stagnate and die.[64] 
And finally, in the case that overturned Adler, 
Justice Brennan writes; 
Our nation is deeply committed to safeguarding 
academic freedom, which is of transcendent value to 
all of us and not merely to the teachers concerned. 
That freedom is therefore a special concern of the 
First Amendment, which does not tolerate laws that 
cast a pall of orthodoxy over the classroom. . 
The classroom is peculiarly the "marketplace of 
ideas." [65] 
Curriculum 
Another arena involving not only teachers' 
fundamental rights but also their professional academic 
freedom and responsibility, has been in the area of 
curriculum decisions and teaching methods. These often 
include selecting books, movies, speakers and the like. 
The famous Scopes trial in no way ended the controversy 
over the teaching of creationism, as can be seen by the 
spate of cases brought up across the land only fifty years 
after the Scopes decision. And the more recent emphasis on 
the teacher as professional in the numerous national 
reports and educator/teacher meetings will inevitably bring 
to the foreground the slippery turf allotted the average 
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teacher for curriculum-related decision-making. Although 
the courts have not aided in defining the scope of this 
enterprise, they have helped to secure individual rights. 
As early as 1923 the US Supreme Court condemned 
arbitrary restrictions on the freedom of teachers to teach 
and students to learn under the Due Process Clause as 
applied in the Meyer v. Nebraska case. In this decision 
the Supreme Court held unconstitutional an Act of the State 
of Nebraska which made it a crime to teach any subject in 
any language other than English to pupils who had not yet 
passed the eighth grade.[66] 
Although in full sympathy and understanding of the 
purpose of this act, the Court saw this as an 
unconstitutional interference with the right of the 
individual as guaranteed by the Due Process Clause. The 
later Epperson case appealed the "anti-evolution" statute 
[67] that was passed by the State of Arkansas in 1928 which 
was actually a version of the Tennessee law which gave rise 
to the Scopes case. The constitutionality of the Tennessee 
law was upheld by the Tennessee Supreme Court, even though 
they reversed the Scopes conviction because of a 
technicality not related to the heart of the issue.[68] 
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As a matter of fact, the heart of the issue is 
really "who has the power to decide on curriculum, books, 
and methods of teaching?” Supreme Courts in North Carolina 
and Tennessee made decisions that state unequivocally where 
this power lies. 
, , General Assembly has the power, which we 
cannot be questioned to prescribe by statute 
the sub]ects to be taught and the methods of 
instruction to be followed in the public schools of 
the state. . . .[69] 
. . . .That the state may establish a uniform 
series of books to be taught in the schools, which 
it provides and controls, seems to be a proposition 
as evident as that it may provide a uniform system 
of schools, which we take it is not open to 
question; . . . .The authority of the state over 
schools is a legislative one,.... if the 
authority to regulate and control schools is 
legislative, then it must have an unrestricted 
right to prescribe methods, and the courts cannot 
interfere with it, unless some scheme is devised 
which is contrary to other provisions of the 
constitution (emphasis mine). . . .[70] 
Thus it is clear where the power and authority 
rests insofar as curriculum decisions are concerned. This 
immediately raises the competing interest of both the local 
citizenry, the parents and the professional educational 
staff. It is noteworthy that today's concern with the 
professional status of teachers has again raised this very 
same question. According to many researchers self-esteem 
as well as professional status would be much improved if 
these and similar decisions were to be made by the 
68 
teachers. And generally this has been permitted in the 
area of teaching methods, even though the legislatures have 
reserved for themselves the right to require that teachers 
carry out a particular course of study. As usual, this 
tends to pertain mostly to areas of citizenship and 
patriotism and other standard moral and ethical values. it 
is, of course, in this arena that the merits of teaching 
creationism versus evolution keep cropping up, as it did 
again in Epperson v. Arkansas [71] in 196 8. But even in 
this case, which was appealed to the Arkansas Supreme 
Court, the court held that the Initiated Measure No.l, (the 
prohibition of the teaching of evolution) passed by the 
legislature in 1928, was constitutionally a legitimate 
exercise of the state's power to specify the curriculum in 
its own public schools.[72] As Justice Black stated in a 
separate opinion, "[I can imagine no reason] why a State is 
without power to withdraw from its curriculum any subject 
deemed too emotional and controversial for its 
schools."[73] 
Instead this case was clearly decided on the strict 
interpretation of the establishment clause of the First 
Amendment and not on broad principles of academic freedom 
as conceived in the Meyer v. Nebraska case. Justice 
Potter Stewart, however, made mention of the First 
Amendment and what he called communication: 
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It is one thing 
determine. . .its public 
quite another thing for 
criminal offense for a 
much as to mention the 
system of respected 
for a State to 
school curriculum. it is 
a State to make it a 
public school teacher so 
very existence of an entire 
human thought. That kind of 
criminal, law, I think, would clearly impinge upon 
thl ?ua|;a£tees °f free communication contained in 
the First Amendment, and made applicable to the 
States by the Fourteenth. . . .[74] 
The Massachusetts Supreme Court in Wulf 
v. Wakefield [75] upheld the right of school authorities to 
prescribe classroom teaching methods as far back as 1915. 
It has certainly become clear that the courts are not 
anxious to engage in the details of making educational 
decisions which, they believe, are appropriately left to 
the professional staff, administration, school boards and 
parents. However, the numerous political and social 
changes that took place during more recent decades gave 
rise to a spate of cases dealing with just these concerns 
during the seventies. These tended to highlight questions 
regarding academic freedom as a principle and helped to 
clarify some of the concepts used by the courts. 
Teaching Methods 
The first case related to teaching method took 
place in 1969. A tenured English teacher serving also as 
head of the department and coordinator for grades 7-12 for 
the Ipswich (Massachusetts) schools was suspended when he 
would not agree not to use a vulgar word which appeared in 
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an article he had discussed in a senior English class. He 
argued that his decision to use the article was within his 
competence as a professional, and certainly within his 
academic freedom, whether school board members approved of 
it or not. He also pointed out that he had received no 
prior warning or other notification that such selection of 
material or action on his part would be considered 
improper. The United States Court of Appeals overturned 
the District Court's judgment and reinstated the 
teacher.[76] 
In 1971 the Mailloux v. Kiley [77] decision helped 
to clarify some related due process issues. The case 
involved the dismissal of an 11th grade English teacher for 
using what some considered a controversial teaching method, 
that is, writing a four-letter word on the board together 
with its more acceptable equivalent to illustrate the 
meaning of taboo words. In this particular case the 
presiding judge upheld two kinds of academic freedom: 1) 
the substantive right of the teacher to select a teaching 
method that could be shown to have an educational purpose, 
and 2)the procedural right not to be discharged for using a 
teaching method that had not been prohibited by clear 
guidelines. Judge Wyzanski stated a principle which is 
often ignored in an analysis of issues such as these, 
namely that academic freedom is not confined "to 
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conventional teachers or those who can get a majority vote 
from their colleagues.”[78] The U.S. Appeals court 
rejected these guidelines, preferring a balancing test 
requiring balancing each case individually to determine 
whether the the board's interest was sufficient to warrant 
First Amendment rights restrictions. 
Judge Wyzanski seems to have understood clearly the 
dilemma inherent in both the conflict presented in this 
particular case as well as the possible repercussions any 
ruling without qualification and explanation might have. 
Indeed, he takes pains to point out that an important 
difference between public school and higher education is 
the fact that students must attend and are not usually free 
to exercise any choice in the matter at the elementary or 
secondary level. 
The 1973 Hetrick case took a somewhat different 
turn from the direction that had come to be anticipated. 
Note, however, that this was a case in Kentucky. [79] 
Although this did involve a non-tenured teacher at the 
university level, the opinion was so resounding that it 
bears mention. The court stated that the First Amendment 
in no way required a school "to tolerate any manner of 
teaching method the teacher may choose."[80] In a related 
case the Supreme Court of Washington ruled that two high 
school teachers could be required to teach in a 
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conventional manner; that the First Amendment gave them no 
special rights to teach according to methods they might 
prefer.[81] And in the 1972 Ahern case a federal district 
court ruled that the Constitution does not give a teacher 
the right to teach behavior that was in opposition to that 
required by a valid school board.[82] 
In 1976 in Michigan, however, the Michigan Court of 
Appeals did not agree that a difference in teaching 
philosophy—which had resulted in the selection of a 
different method—was sufficient reason to allow a teacher 
to be dismissed. Here it seemed as if the more crucial 
variable was the fact that the teacher was tenured and that 
her pupils demonstrated equal achievement to those taught 
by a different method. This had not been so in the Hetrick 
situation. 
Although a Texas high school teacher was not 
renewed because she used role playing in her social studies 
classroom--a method disapproved of because it raised 
tensions between blacks and whites—a federal appeals court 
judged that these classroom discussions were protected by 
the First Amendment and reinstated her.[83] 
Teaching methods are not as frequently challenged 
as are materials. The 197 0 Parducci case concerned an 
Alabama high school teacher's choice of literature for her 
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11th grade English class. After having been told by her 
principal not to teach Kurt Vonnegut's "Welcome to the 
Monkey House", Ms Parducci believed her First Amendment 
right to academic freedom had been violated. The court 
agreed with her since her selection was considered 
appropriate for that age students and had in no way caused 
a material and substantial interruption in the operation of 
the school.[84] However, in Colorado where a group of 
teachers argued their rights had been violated when the 
state banned ten books used by the teachers in various 
elective literature courses, the court recognized that the 
teachers do have "rights to freedom of expression in the 
classroom" but noted that state law gives control of 
instruction to local school boards. They pointed out that 
since electives can be eliminated entirely, boards can 
eliminate certain books from being used as long as this is 
not done arbitrarily, and as long as the decisions are 
constitutionally reasonable and justifiable. School boards 
thus have the ultimate authority in the cases of 
disagreement between them and the teachers.[85] 
But a federal appeals court ruled in Clark 
v. Holmes that academic freedom was not "a license for 
uncontrolled expression at variance with established 
curricular content" [86] when an undergraduate biology 
teacher emphasized sex in his health survey course. And a 
1985 Alaska decision upheld the right of a school district 
to discipline a teacher for using a text that had not been 
approved in advance as clearly required by school 
policy.[87] 
The 1974 Brubaker case ruled the distribution of a 
1968 Woodstock poem inappropriate and irrelevant and not 
protected by the First Amendment, as the teachers had 
argued. Indeed, the court held that academic freedom does 
not protect conduct that is "both offensive and unnecessary 
to the accomplishment of educational objectives. . . ."[88] 
"Completely irrelevant" is what the court said in 
upholding the dismissal of a St.Louis math teacher who told 
his class that army recruiters had no right to be at their 
high school, and told students that the students could make 
them feel unwanted and get them off campus. The teacher 
argued that his speech was protected under the First 
Amendment, but the court said no, because it was irrelevant 
and diverted time and attention from the prescribed 
curriculum.[89] 
Most vulnerable to criticism and action on the part 
of school authorities and/or community appears to be the 
discussion or inclusion of controversial issues in a 
curriculum. The courts have tended to ignore the 
curriculum question and to focus on due process aspects. 
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For example, in 1980 Texas teacher Henry Sterling was fired 
for insubordination when he answered criticism of having 
included a discussion of race relations in his civics 
classes. He stated that it was impossible to teach current 
events to high school seniors and avoid controversial 
issues. A federal court ruled he could not be dismissed on 
such grounds but acknowledged that a teacher has a duty to 
be exceptionally fair and objective.[90] 
Another Texas teacher who was fired for using a 
Masculinity Survey from Psychology Today was reinstated 
when a federal district court ruled that her constitutional 
right "to engage in a teaching method of her own choosing 
even though the subj ect matter may be controversial. . ." 
had been violated.[91] 
In 1974 Everett John Knutson investigated academic 
freedom in the public school classroom. 
The growing magnitude of cases gave evidence that 
the legal boundaries of teacher academic freedom 
remained an unsettled issue and that teacher 
behavior remained an unsettled issue, and that 
ambiguity rules teacher behavior in the 
instructional setting.[92] 
Such findings in 1974 are especially noteworthy and 
and worrisome since they follow a decade of intense 
activity, as was demonstrated above. Indeed, of the 100 
cases litigated on academic freedom prior to 1974, seventy 
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were after 1960. [93] Such evidence tends to support those 
like Virginia Nordin, William van Alstyne and David Fellman 
who argue that academic freedom needs constitutional 
protection.[94] Others believe it to be subsumed under the 
First Amendment and see no reason for a separate amendment. 
Nordin points out that relatively little about the concept 
of academic freedom has been developed through case law; it 
has emerged more from the writings of scholars and 
teachers. A search of the relevant literature supports her 
view. 
Teaching and Learning 
In any search of literature having to do with the 
issue of freedom in teaching, one should start with the 
Beale work cited earlier.[95] Others of the period include 
Bruce Raup, "Education and Organized Interests in 
America".[96] He concluded that organized interests such as 
patriotic, religious, parental, taxpayers, and political 
groups demonstrated considerable concern and often 
involvement with the educational affairs of most 
communities. This often created inordinate pressure on 
teachers. 
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Willard Elsbree's historical study of teachers from 
early colonial times to the year 193 9 documents many 
aspects of the life of teachers of the period [97] and also 
discussed many of the pressures on their personal and 
professional lives which are well known to students of 
educational history. Howard Beale's later work, entitled A 
History of^ Freedom o£ Teaching in American Schools, 
demonstrated the many diverse forces which affected 
teachers from the colonial period through 1941. [98] 
In 1951 the National Education Association's 
Committee on Tenure and Academic Freedom issued a report 
entitled The Freedom of the Public School Teacher. 
Although that sample, too, was rather limited, and only 16 8 
responses could finally be used, it covered a great range 
of questions. Among the several items of special interest 
reported: nearly half of the teachers who replied to the 
questionnaire had been required to take some kind of 
loyalty oath. Twenty percent reported that they believed 
they were less effective teaching controversial subjects in 
their classrooms because they were afraid of repercussions 
or even punishment. The five leading topics were sex, 
criticism of prominent people, separation of church and 
state, race relations, and communism, in that order. This 
group of teachers identified parents and church groups as 
those most actively engaged in limiting teachers' academic 
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freedom. Fellow classroom teachers and administrators were 
identified as those most active in trying to protect 
academic freedom. The greatest amount of restriction 
seemed to be surrounding the choice of textbooks, and much 
of this came from outside the community but within the 
state. Most reported some degree of restraint on their 
personal lives? drinking and smoking in public led the 
list. Most of these respondents also felt that this is 
k®havior that would not be frowned upon if someone other 
than a teacher were to engage in it. 
But even more important were the behaviors that one 
would assume to be part of the rights of any citizen that 
were criticized and often restricted. The first was taking 
an active part in school board elections, and the second 
was organizing teachers to protest against school board 
policies. Third was criticizing public officials—a cause 
for concern in Beale's time, present in 1951 and again 
today. Other restrictions were felt by teachers interested 
in organizing local factory workers, taking an active part 
in a local primary campaign, taking an active part in a 
state or local election campaign, serving on a campaign 
committee of any political party, becoming a candidate for 
elected office, organizing teachers to work for higher 
salaries,and taking an active part to modify local tax 
laws. Clearly the conclusion drawn from this particular 
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sample are that even the teachers, themselves, believed 
that they were experiencing some major personal and 
professional restraints, and particularly in the area of 
constitutional and civil rights.[99] Some might argue a 
possible conflict of interest in the case of a position on 
the school board for teachers, but the restraint felt was 
not limited to this type of situation. 
In another study it was found that married female 
teachers were the group which felt most accepted by the 
community. Lowest were the single males. Older teachers 
were more likely to feel accepted than younger ones. But 
in contrast to some of the other studies reported, 65% of 
the teachers polled reported no restrictions on their 
personal or professional lives. Thirty—two percent 
reported some but not serious restrictions, and a small 
number (2.1%) reported serious restrictions on their social 
and personal lives. Of the teachers who felt they 
"belonged1' in the communities in which they taught, 66.6% 
reported no restrictions, while only 56.4% of the teachers 
who lacked community identification felt free from 
community restrictions. 
It is noteworthy that the older teachers felt more 
accepted than the younger ones. It is unfortunately not 
known from the data whether the 66.6% who reported no 
restrictions were among the older or the younger teachers. 
80 
And one might wish to hypothesize whether a feeling of 
belonging comes from modes of behavior which are already 
more in tune with the community's values and therefore one 
senses fewer restrictions, both personally and 
professionally. Or does behavior that is not quite so 
consistent with the community's standards produce a sense 
of alienation from the community and perhaps even a 
negative response, thus creating both a greater sense of 
remoteness as well as a sense of restriction? 
"The Social Class Affiliations of a Group of Public 
School Teachers" was a study done by Werner N. Sims and 
published in the September 1951 issue of The School Review. 
The most relevant data of that study for comparison 
purposes with the present one deals with the social class 
identification of his respondents. As in the present 
study, the majority of his respondents identified 
themselves as belonging to the middle class and were 
conservative in their political and economic views. 
According to results of this study teachers of that period 
were not sympathetic towards labor and were opposed to any 
government interference "in our system of free 
enterprise."[100] Today's sentiment is not so strong. 
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Relevant literature can be drawn from a number of 
other sources; more recently one can refer to the research 
done by Anna Ochoa and summarized in the journal, social 
Education, in June, 1981. [101] The article profiled social 
studies teachers in six rather representative states and 
included an exploration of similar issues, a survey was 
mailed to 1200 social studies teachers in six states and 
11% were randomly selected for the study. One third 
responded. And although the six states represent a diverse 
sampling, it was not a national survey and it is difficult 
to know whether the findings would apply nationwide. The 
study has good demographic information and assesses some 
attitudes with regard to certain political and educational 
issues which can be used for comparison with information 
gained from the proposed study. Since the six states 
represent one each of the general regions that Beale used, 
and since the population is a random selection of all 
social studies teachers, (that is, not just those who are 
members of the National Council of the Social Studies, 
NCSS), the Ochoa study should provide a useful means to 
determine at least how universal the findings from the 
interviews from this study might be on those items which 
are common to both instruments. As an example one might 
compare the demographic data and then compare the responses 
to most of the items in the section entitled. 
"Controversial Issues" to similar ones in the interview 
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guide and then also look at what Beale found. Professor 
Ochoa has kindly made her data available to me. 
Membership in the NCSS starts out as an important 
factor in Ochoa's research and raises the question, which 
is cause and which is effect. For example, although only 
16% of the Ochoa sample are members of NCSS, they have 
significantly more difficulties with administrators than 
meinbers. Their political attitudes also vary? council 
members favored passage of the Equal Rights Amendment (ERA) 
more strongly than their non-member colleagues. Gender 
might be a contributing factor here and needs to be 
checked. 
Other relevant studies include W. Scott Brown's 
"Principles Governing High School Teacher Academic Freedom 
When Directing the Study of Controversial Issues."[102] 
This study sample consisted of three-and four-year high 
school English and social studies chairs, principals, and 
heads of boards of education in the state of Connecticut. 
Although his findings depended on respondents' acceptance 
of a set of principles with regard to academic freedom, it 
provides important information which should help to 
illuminate data from the present study. For example, the 
group surveyed was more inclined to support interference 
with teacher perogatives by pressure groups from outside 
the school who wanted to add to the pool of information 
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available to students than by those wishing to restrict the 
pool—or restrict student access to information. 
Research done by Ronald Gene Helms in 1972 compared 
attitudes on academic freedom of secondary social studies 
teachers, principals, and board presidents.[103] Although 
confined to the State of Ohio, this research covered some 
of the same ground as Beale in its attempts to discern 
attitude differences among the three groups mentioned. 
Beale,however, did not include school board presidents, and 
the present study only considers teachers. 
Of the three groups compared in the Helms study, 
teachers valued academic freedom highest. There was no 
significant difference between principals and board 
presidents, which might lead one to think that principals, 
whether formerly or presently teaching, have been 
socialized into their new role as administrators so 
successfully that they have lost the perspective of 
teachers on this issue. In fact, principals more often 
looked like board presidents on the profiles that dealt 
with academic freedom. 
Teachers who were members of the NCSS were strongly 
opposed to having the teachers' personal, religious, 
political and economic beliefs be evaluated when 
professional competence was being judged. Those who had 
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read the NCSS statement on academic freedom were also 
significantly opposed. This evidence bears out Beale's 
conclusion, i.e., teachers need to have a better 
understanding of academic freedom. 
Of note here is the finding that one variable which 
affected teachers' attitudes appeared to be the size of the 
district; ^-n those districts with student populations over 
10,000 teachers valued academic freedom more. Furthermore, 
it was found that teachers, principals and board presidents 
from districts that had academic freedom policies valued 
academic freedom more than did the teachers, et al. , in 
districts which did not have such policies. 
An interesting question here is which came first, 
the policy or the attitude of the teachers which lead to 
the creation of the policy? 
An important study dating from 1958 tried to test 
the hypothesis that the degree of restraints public school 
teachers feel on their personal and professional freedom 
does not adequately represent existing attitudes held by 
lay people who reside in the community. Carried out by 
William John Barnett, [104] the study showed several 
significant differences in perception and included academic 
freedom and the area of civil rights in its coverage. His 
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implications, however, are more directed toward teacher 
sensitivity. 
A study by George Unks attempted to address similar 
questions.[105] He wanted to know what areas Illinois 
social studies teachers thought to be legitimate topics for 
inclusion in the curriculum and if they felt free to teach 
these topics. His study includes at least one area 
directly related to items pursued in the present one, 
therefore the study has direct relevance to this one. 
Other relevant literature looks at material such as 
court cases, judicial decisions, or policies. Lee Edward 
Hartsell's work looked specifically at judicial decisions 
regarding academic freedom in areas such as curriculum 
material, course content and instructional behavior.[106] 
He reviewed court decisions from 1960 to 1975 and 
found that although the courts defined academic freedom as 
a constitutional right guaranteed by the First and 
Fourteenth Amendments, teachers' actual academic freedom 
was determined by such factors as the age of the child, the 
situation, and the educational purpose. In fact, he found 
that teachers do not have the right to teach contrary to 
established curriculum. This is not surprising in itself; 
that right is expressly left to the states and local 
communities by means of the 14th amendment, according to 
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most interpretations. But Harwell's findings refer to 
merely expressing controversial views. thus relevant to 
this study. 
One of the most interesting works presenting the 
gap between creed and deed was done by Robert Earl 
Bartman. [107] His analysis again points to the court's 
recognition of academic freedom as essential to democratic 
society and furthermore, that academic freedom includes a 
teacher's utterances and teaching freedom. At the same 
time, he states that boards of education are exercising 
their expressed and implied powers when they are protecting 
students from teachers and in this way restricting the 
teachers' academic freedom. For example, his research 
shows that the court tends to lean in the direction of 
restricting a teacher's academic freedom when a school 
board's restrictive action is taken to protect students 
from the influence of "a teacher's disloyalty to the 
American way of life."[108] 
Everett John Knutson's study [109] determining the 
legal limits of academic freedom in public schools seemed 
to repeat the usual finding: teachers' academic freedom is 
a necessary component of a democratic society and will 
remain a topic of legitimate court interpretation and 
determination. (The question of whether this may, in 
itself, be a kind of protection in a climate of diverse 
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Philosophy and opinion, seems never to be raised.) He 
demonstrated that teachers- freedom was generally limited 
to the subject area of instruction and could be denied when 
it exceeds community standards or was thought to cause 
disruption among students. 
There is much to be said for looking at related 
literature dealing with attitudes of teachers towards the 
profession, or looking at some of the social-psychological 
literature concerned with attitudes and values, or 
authoritarian personalities versus more flexible 
personalities, but the primary focus here is to consider 
the question of freedom and restraint: how much or little 
of either do American teachers feel — and how do they feel 
about it. 
Another more crucial area for a search of research 
literature concerns that involving the teacher's position 
as role model and its effect on learning. The findings 
from these complementary areas tend to highlight the 
conflicting cross pressures created for students on the one 
hand, and for teachers, on the other. 
Research conducted by David Easton and Robert Hess 
[110] and later including Judith Torney investigated the 
process through which a child becomes an adult in the 
political community. In another work they also looked at 
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actual practices and considered their consequences. The 
researchers show how profound and complex the early 
emotional involvement is that adults first develop with 
their country and its leaders. An example would be the 
pride expressed over the United States Olympic athletes' 
performance in Los Angeles which amazed and confounded even 
the most cynical observers. Another example of a different 
sort was the outpouring of grief at the assassination of 
John Kennedy. The origins and antecedents of these and 
related aspects of the political socialization of the young 
is discussed in Hess and Torney's book. The Development of 
Political Attitudes in Children.[Ill] 
The researchers conducted one-hour interviews with 
some 12,000 elementary school children, grades two through 
eight. The data were collected in one large city and one 
small city of each major region of the United States during 
the period of December 1961 through May 1962. Two schools 
from working class areas and two schools from middle class 
areas were included in each city. Some of the most salient 
data relevant to this research include the finding that 
most young children have a high regard for law and 
law-enforcement authorities, hence the conclusion that 
norms about the justice of law and necessity for conformity 
are established at an early age, even though it is modified 
somewhat in the later years. "As with orientations toward 
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authority figures, the attitudes toward law appear to be 
transferred from attitudes toward rules in other systems, 
especially the school and the family."[112] 
The view of the child's socialization into the 
political system that these authors hold is based on 
theories of role-learning. According to this view the role 
of the teacher or a significant other in the life of a 
child is thus underscored. They present four possible 
models of political socialization: the Accumulation Model, 
i.e., the acquisition of knowledge, information, attitudes, 
etc. This model assumes direct teaching: the teacher acts 
on the assumption that information will be absorbed without 
distortion, and that any material may be taught providing 
it is simplified enough. Essentially this takes no account 
of either cognitive or emotional components. 
The Interpersonal Transfer Model, on the other 
hand, is based on the assumption that the child has some 
knowledge and experience of his/her own in interpersonal 
relationships—mostly stemming from home and school—and 
relates to authority figures such as the President based on 
configurations with which he is familiar. This might 
include his understanding of the principal as a person in 
authority at school, or perhaps a parent in his home 
asserting authority over the family. It is in the same way 
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the child would view the President in relation to the 
country, or the Governor in relation to the state. 
Third is the Identification Model which is based on 
imitation. The transfer here is quite inadvertent, since 
it takes place precisely when the adult—the significant 
other in the form of parent or teacher—has not attempted 
to persuade the child to accept his/her thinking. 
Attitudes here are thus the result of direct imitation from 
the identified significant other. 
The fourth is the Cognitive-developmental Model, 
based on the theories of the Swiss psychologist, Jean 
Piaget. It assumes that the child understands as much as 
he is capable of at the various stages of cognitive 
development he experiences, and that his conceptions are 
modified each time by his existing cognitive structure. 
This means that the socialization will be closely related 
to and affected by the particular phase of cognitive 
development in effect at the time of his exposure to 
particular politically socializing experiences. 
For our purposes the third model demands closest 
scrutiny because it concerns those elements that are 
central to the hypothesis expressed in the present study. 
This model stresses the child's imitation of 
the behavior of some significant other 
person—usually a parent, or a teacher (emphasis 
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attempted to persuade 
Th ® t r a nsmission is 
may adopt either small 
may take on more 
mine)--when the adult has not 
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Hess and Torney believe that political 
socialization of children can best be understood in terms 
of social learning and socialization theory. "Social 
learning and socialization refer. . . to the process 
whereby a junior or new member of a group or institution is 
taught its values, attitudes, and other behavior."[115] 
It seems useful to think of this process as one 
which has both upward reference to agents (like 
parents, teachers), (emphasis mine), . . . 
. . .socialization anticipates the adult 
behavior with which it is concerned, preparing the 
individual for a role which he will exercise more 
completely at some later time.[116] 
The argument for the importance of childhood 
learning for the political behavior of adults 
appears to have considerable validity. Of equal 
significance is the proposition that the 
socialization of children maintains basic values of 
the society. The nature and content of social 
learning necessarily reflects the structure and 
values of the group, setting up a circular pattern; 
the values of the adult society are transmitted 
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though child-rearing and other teaching practices 
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The investigators found that children have almost 
no sense of the role of debate and disagreement in the 
political process. Harmony and consensus are high on the 
list of priorities for the children. This may mean that 
they are socialized to an ideal which, according to Hess 
and Torney, may derive in part from a desire to minimize 
conflict. One might attribute this to experiences in peer 
groups but that does not appear to be the case. According 
to these investigators, it _is more the result of direct 
teaching by_ the teacher and the school(emphasis mine). It 
appears there is little room for diverse points of view. 
The most striking feature of political 
socialization in the elementary school is the 
extent to which basic orientations have been 
acquired by children by the end of the eighth 
grade. Many attitudes, concepts, and types of 
involvement approximate toward the end of the 
eighth grade the attitudes and orientations of the 
teachers. (emphasis mine.) 
It is our conclusion from these data that the 
school stands out as the central, salient, and 
dominant force in the political socialization of 
the young child.[118] 
In 1973 the Massachusetts Board of Education 
initiated a citizenship assessment program. Students at 
several different grade levels were assessed in Social 
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Studies and Citizenship by means of sets of tests. These 
were developed to measure five major Social studies 
objectives, several of which are relevant here. The 
students represented big cities, industrial suburbs as well 
as residential suburbs and other small towns, such as those 
m the Berkshires or those representing resort areas on the 
Cape. Several of the test items had been used before in 
national assessment programs, thus offering the possibility 
of comparing the Massachusetts data. The two objectives 
used that are most relevant to our discussion are: an 
understanding of the characteristics of major systems of 
government, particularly the political system of the United 
States, and a reasoned commitment to the values that 
sustain a free society. These objectives were assessed by 
several different means, i.e., multiple choice questions, 
interviews, etc. By using the rich descriptive data in 
conjunction with this information, it was often possible to 
provide greater insight than that indicated by mere factual 
answers. 
Overall the assessment seemed to indicate that 
Massachusetts students of both ages do as well or better 
than their peers in the Northeast or across the country, 
yet the level of that performance seems to me to be 
amazingly low. It also indicates that females appear to be 
much less conversant with the values and ideals articulated 
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in the major documents upon which the democratic ideology 
rests, and were also less capable of understanding the 
complexities involved in situations where individuals might 
be treated unfairly on the basis of race or religion.[119] 
Astonishingly enough, most seventeen-year olds, 
regardless of gender, found it difficult to specify where 
and how people are treated unfairly, or give a place in the 
United States where people are treated unfairly. Similarly 
it was found that most Massachusetts nine-year olds think 
it is not all right for a person to say publicly that the 
President or Governor is doing a bad job.[120] (This last 
was a question I also asked of the teachers in this study.) 
The research in this and related areas forms an 
unmistakable pattern to which this study contributes. 
There is no question that teachers from many diverse parts 
of the country are aware of and struggling with numerous 
and various kinds of restraints and restrictions on their 
personal and professional behavior; that the best of 
political and psychological research shows that much 
learning takes place via participation in communal or 
social life and by observing those significant others in 
the lives of children who, by reason of their special 
relationship, willy-nilly serve as role models to be 
emulated. 
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CHAPTER III 
TEACHERS' ROLE AND TEACHERS' RIGHTS 
The Special Nature of Teaching 
In order for us to understand the full importance 
of the teacher role in relation to both formal and informal 
means, this section provides a theoretical overview of the 
role of the teacher in a democracy. 
Beginning with early educational philosophy, we 
find references to the importance of the teacher's behavior 
in front of the pupil in the early classical writings of 
Socrates, Plato and Aristotle, and even in parables in the 
Bible. We find it again in the writings of Comenius, 
Hebart, Froebel, Pestalozzi, Locke, and Rousseau.[1] 
It is possible to sum up the ideas relevant to our 
concern with the role of teachers that each writer makes in 
Rousseau's words: "To make him a master, be you in 
everything the apprentice. . . ."[2] or, as might be said 
today, "practice what you preach!" In fact, one after the 
other writer in the field of education is aware of the 
special role the teacher has in relation to the child. The 
teacher, particularly of young children, has thousands of 
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hours of daily contact with her students; furthermore, he 
or she is defined by the community as being both superior 
to and in charge of the child. The teacher is also the 
first person outside the family with whom the child has 
both a more particular as well as a more diffuse 
relationship.[3] 
She also implements rules and thus represents 
authority, knows more about the subject matter, is looked 
up to as a behavioral model and establishes the "social 
system" or "learning culture" in the classroom. 
As the first person to represent to the child the 
large impersonal society beyond the personal family 
circle, the elementary teacher cannot avoid 
influencing the impressionable child in ways beyond 
the formal curriculum.[4] 
Several social scientists have characterized public 
schools as "semi-total institutions." According to 
sociologists Nelson and Besag: 
. . .during the six hours a day that the child 
is in school, the influence exerted on the child is 
sufficient to force him to conform to the patterns 
prescribed by the school or accept the 
consequences: he is forced to become a member of 
the institution.[5] 
No student of educational history escapes reading 
Benjamin Franklin and his plans for what was to become the 
Philadelphia Academy. But most important is perhaps Thomas 
Jefferson's Bill for the General Diffusion of Knowledge. 
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It is here that he speaks eloquently of the need for an 
educated citizenry in order to realize his vision of a 
democracy that shall endure. 
It is error alone which needs the support of 
government. Truth can stand by itself. Subject 
opinion to coercion; whom will you make your 
inquisitors. . . . And why subject it to coercion? 
To produce uniformity. But is uniformity 
desirable? No more than of face or stature. 
Reason and persuasion are the only practicable 
instruments. . . ; free inquiry must be indulged; 
and how can we wish others to indulge it while we 
refuse it ourselves? 
Our children see this, [our behavior] and learn to 
imitate it; for man is an imitative animal. This 
quality is the germ of all education in him. From 
his cradle to his grave he is learning to do what 
he sees others do.[6] 
Educators of the early years of the republic 
understood this psychology as well. Some were especially 
imbued with a fervent commitment to teaching and to 
safeguarding the ideals of democracy. One of these was 
Horace Mann; another was Francis Wayland Parker who was 
committed to the idea that the school was to train the 
child for citizenship. Parker, not only believed that the 
teacher must serve as a role model for the children, but 
he, himself lived just such a life, challenging corrupt 
politicians and engaging in altruism which he believed to 
be the foundation of good citizenship--all activities in 
which he strongly encouraged his teachers and pupils.[7] 
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Perhaps no one has given as much attention to the 
interrelation of life, learning, and the meaning of 
democracy as John Dewey. Much of his work focused on the 
need for a learning environment which would allow the child 
an opportunity to practise the roles of an adult citizen. 
Like Franklin, Jefferson, and Parker, he believed that the 
school was an important conduit for the internalization of 
the dominant values of the society. Dewey often 
highlighted the teacher as the creator of environments 
within the school that would be most successful in 
producing the desired response. 
Beliefs and aspirations cannot be physically 
extracted and inserted. How then are they 
communicated? . . .our problem is to discover the 
method. ... .The answer. . .is: By means of 
the action of the environment in calling out 
certain responses. . .the particular medium in 
which an individual exists leads him to see and 
feel one thing rather than another. . .the specific 
continuity (emphasis Dewey's—and mine) of the 
surroundings with his own active self. . . .[8] 
The teacher is engaged, not simply in the training 
of individuals, but in the formation of the proper 
social life. [9] 
In 1932, just one year prior to Howard Beale 
initiating his inquiry into the state of freedom of 
America's teachers, George S. Counts published several 
speeches under the title, Dare the School Build a New 
Social Order? in which he exploded a series of widely 
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accepted "fallacies of education." One of these was that 
the school was expected to be neutral and unbiased. 
We have already 
inevitably 
direction, 
attitudes, 
ideas. . . 
be made 
methods of 
selection, 
favor of this 
democratic 
cultivated. 
learned how the individual is 
molded. . .in conscious 
. .the school must shape ideas, 
develop tastes, and even impose 
. This means that some selections must 
of teachers, curricula, architecture, 
teaching. And in the making of the 
the dice must always be weighted in 
or that. ... I believe firmly that 
sentiments should be 
. .[10] 
In recent years a number of scholars from other 
fields such as political science and government have 
focused on the school, realizing at once its special place 
in the process of politicizing individuals. Much has been 
written concerning their findings and observations, but I 
have found it difficult to state them clearer or more 
succinctly than Dawson and Prewitt and therefore quote them 
somewhat more extensively: 
In modern societies a major portion of 
political learning takes place in the classroom. 
It is through this agency that the most 
comprehensive and deliberate efforts are made by 
modern and modernizing politics to shape the 
political outlooks of its new citizens. 
. . . .All school systems carry on some form of 
political indoctrination. The myths and legends 
from the past, the policies and programs of the 
present, and the goals and aspirations of the 
future are taught selectively. Consciously or not, 
textbooks and other teaching materials justify and 
rationalize political practices. . . . 
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£"51,2,^;sa“hrs,i-.5s£ 
influence on the'^chUd-s 
rientations. . . . The evidence about the public 
school teacher in the United State foS^ a 
consistent picture. Teachers are expected to, and 
do propagate political views and beliefs 
*Dr^telY iabeled "consensus values." Teachers 
,and generally do not, use the classroom 
as a forum for discussion of "partisan values" and 
controversial positions. . . . 
The teacher, then, is expected simultaneously 
o be very political in some sense, and apolitical 
in others. The evidence suggests that the American 
public school teacher is generally adroit at 
balancing these two demands. ... 
The teacher's role as conveyor of consensus 
values is so widely assumed that few students of 
political socialization have investigated it. One 
major reason why teachers operate so effectively in 
this connection is that they are products of the 
same political socialization for which they serve 
as agents. Teachers generally do not need to be 
taught to praise the virtues of the nation. Their 
own political selves have been shaped in accordance 
with the very consensus values they now 
transmit. . . .[11] 
This was certainly a point made over and over again 
by Howard Beale, both as a finding in the book about his 
study and in the one about the history of freedom in 
teaching. The finding was repeated in the present study. 
The extent to which consensus and patriotic values are part 
of the orientations of American school teachers is 
indicated in a survey of high school teachers. Forty-two 
percent of the teachers sampled considered the following 
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statement to be fact rather than opinion: "The American 
form of government may not be perfect but it is the best 
type of government yet devised by man." All but three 
percent of these teachers, whether they considered the 
statement fact or opinion, felt it was a view which could 
be freely expressed in the classroom.[12] Like teacher, 
like pupil. 
Robert Dreeben, in his essay entitled "The 
Contribution of Schools to the Learning of Norms," states 
this somewhat more formally. 
Whatever pupils learn from the didactic efforts 
of teachers, they also learn something from their 
participation in a social setting some of whose 
structural characteristics have been briefly 
identified." [13] 
Here, then, is one focal point for many of the 
tensions and competing interests addressed in this work. 
Yet the very nature of teaching, that is, the role modeling 
and the transmission of values, appears to create a 
potential conflict for the teacher, for she must confine at 
least the modeling behavior to the safe center of community 
consensus. As noted above, this is not difficult for most, 
since they, themselves, were raised this way. It is thus a 
seemingly ageless belief that the maintenance of democratic 
ideals is in the hands of the teacher, and that above all, 
the teacher must model appropriate citizen behavior. It is 
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precisely for these reasons that it becomes imperative 
teachers to enjoy all the rights and privileges 
citizenship, and, as we shall see in the next section, 
right to academic freedom for in the words of Ronald Hel 
"a child who is indoctrinated by an unfree teacher runs 
for 
of 
the 
ms, 
the 
risk of never being free." 
Why. Academic Freedom for School Teachers? 
The research necessary for a complete search of 
literature related to the idea of academic freedom could 
encompass works in philosophy, law, philosophy of law, 
education, and related social sciences. Because it is 
important to understand the relationship of academic 
freedom to the teacher in the American public school, a 
very brief overview will explain the concept and how it 
came to be, and also select a few of the scholarly writings 
that are especially relevant for our consideration. 
Academic freedom as defined by Drysdale is not one 
freedom but many. [14] And although he speaks particularly 
of academic freedom in the context of higher education, I 
believe it to be equally valuable in our present context 
for two reasons, one relating to one of the study's 
assumptions, i.e., that teachers are important role models; 
the other because younger pupils are even more 
impressionable than university-aged students. Observing 
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teachers who utilize Drysdale's definition would certainly 
help students to realize that disagreement is often a 
necessary component of participating in a democracy. 
Drysdale's definition has several normative 
components: 1) the freedom to criticize and challenge 
accepted theories, beliefs and practices related to one's 
field of competence (in teaching, research, and 
publication); 2) freedom to criticize the policies, 
programs, administration, and governing board of one's 
institution; and 3) freedom to defend one's colleagues 
against perceived threats to, or violations of, their 
academic freedom. Each of these areas has appeared in the 
Beale investigation and comes up in the present one. And 
Chapter II listed a significant number of court cases that 
have also dealt with these components of academic freedom. 
The origin of the notion of academic freedom goes 
back to the early German universities and the effort to get 
out from under the control of the church and later the 
state. It implied both lehrfreiheit and lernfreiheit, 
i.e., both the freedom to teach and the freedom to learn. 
Conceived within a university context, this implied the 
need for freedom to investigate all evidence and to report 
all findings. Similarly students needed freedom to choose 
their training and to test their ideas. This became as 
much a requirement of a university as the function of the 
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university. Modeled after Halle and Gottingen, Berlin, 
Breslau and Bonn became the 19th century models of the 
university as we know it, with students moving from the 
idea of acquiring encyclopedic learning and dogmatic 
propositions towards gaining an independent grasp of 
scientific principle. The process of bringing the student 
into the realm of ideas and into original scientific 
research gave rise to the articulation of the concepts, 
lehrfreiheit and lernfreiheit. Together these further 
stimulated the development of freedom of inquiry which, in 
turn, demanded that all findings be published so that 
anyone might duplicate the experiment or challenge the 
ideas. 
Two very important values were central to forming 
the basis for the concept: universal ism and neutrality. 
Walter Metzger [15], a historian who has chronicled the 
development of academic freedom, writes: 
By assimilating the value of universalism, academic 
freedom has come to signify the brotherhood of man 
in science that is akin in aspiration to the 
brotherhood of man in God. . .by acquiring the 
value of neutrality, academic freedom has come to 
stand for the belief that science must transcend 
ideology. ... As the symbol and the guardian of 
these two values, academic freedom has come to be 
equated not only with free intellectual activity, 
but with the ethic of human relations. [16] 
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As a result knowledge came to be viewed 
differently. No longer was it to be dependent on past 
authority; it was to be pursued by positive action, with 
the tools of the new science and with the efforts of 
secular scholarship. This led to new attitudes towards 
knowledge, best summarized by the German word, 
Wissenschaft. Understood was the notion of disciplined 
inquiry and thoroughness. The scholar now becomes the 
expert who must also maintain a kind of aloofness and 
disinterestedness, much like that of a judge. This means 
the scholar must be free from intimidation, for he or she 
may wish to challenge generally accepted knowledge or 
common wisdom and in so doing, may undermine beliefs. [17] 
(That is the very possibility which causes anxiety in a 
community and tension for a teacher who must, at the same 
time, transmit society's values.) 
Drysdale points out another important variable for 
our inquiry: the way in which faculty roles are defined in 
any institution determines the degree of academic freedom 
in practice. If faculty are imbued with professional 
status, then their academic freedom is generally greatly 
enhanced. (It must be remembered that unlike civil 
liberties, academic freedom in this country has never 
enjoyed a precise legal definition, and therefore 
established by law, its scope and application have 
repeatedly in doubt.) 
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Other scholars discussing academic freedom such as 
Arthur 0. Lovejoy, [18] have noted that students can only 
learn if teachers have academic freedom. in other words, 
the right" of the student to learn is contingent upon the 
freedom of the scholar to make available his findings. 
An entirely different rationale for academic 
freedom is described by Robert Maclver. He speaks of 
academic freedom as functional freedom? it is that which is 
required for the university and its faculty to perform its 
function, i.e., the advancement and communication of 
knowledge. 
From this function the claim of academic 
freedom derives. This freedom is not to be thought 
of as a privilege, not as a concession, nor as 
something that any authority inside or outside the 
institution may properly grant or deny, qualify or 
regulate, according to its interest or its 
discretion. It is something instead that is 
inherently bound up with performance of the 
university's task, something as necessary for that 
performance as pen and paper, as classrooms and 
students, as laboratories and 1ibraries.[19] 
Maclver goes on to point out that "The university 
cannot without distortion become an agency designed for 
indoctrination, no matter how great or good the cause. [20] 
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This, then, is the crucial parting of the ways 
between institutions of higher education and the public 
secondary schools. Historically schools have always served 
as the means to transmit the customs and traditions and 
most importantly the values of the society to the young. 
Indoctrination is perhaps a word most Americans would find 
too strong to use to describe their schools' function, yet 
that is precisely what is going on. Some writers use the 
term "cultural transmission," or socialization; others call 
it education. 
In modern societies a major portion of 
political learning takes place in the classroom. 
It is through this agency that the most 
comprehensive and deliberate efforts are made by 
modern and modernizing politics to shape the 
political outlooks of its new citizens. 
All school systems carry on some form of political 
indoctrination. The myths and legends from the 
past, the policies and programs of the present, and 
the goals and aspirations of the future are taught 
selectively. Consciously or not, textbooks and 
other teaching materials justify and rationalize 
political practices.[21] 
Mark Yudof presents the strongest case for academic 
freedom for public school teachers; 
The place of the teacher in the system of 
government expression, not the constitutional 
entitlements of the teacher per se, may offer a 
more persuasive justification for. . .[academic 
freedom for elementary and secondary school 
teachers.] The greater the ability of the school 
system to control what goes on in every classroom, 
the greater the danger of its promulgating a 
uniform message to its captive listeners. 
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[I] t 
teachers 
captive audience that the 
freedom should be extended 
is precisely because public school 
are charged with instilling values to a 
of academic protection 
to them. [22] 
Here it is appropriate to refer back to Drysdale 
who notes that everyone benefits from academic freedom, 
whether they think so or not, and since it is indispensable 
to the pursuit of knowledge, the protection and advancement 
of academic freedom is incumbent on every individual. [23] 
Lovejoy speaks about the obligation of the teacher 
to encourage and train the student to reach his or her own 
conclusions through "critical reflection and 
investigation." This is central to the teacher's function 
as conceived of by those who view education through the 
eyes of Jefferson and Dewey, that is, schools should 
provide an arena for the practice of democracy so that one 
may gain the necessary skills of citizenship for a 
democracy. These skill must include learning to reason, to 
differentiate fact from opinion, to assess diverse facts 
and opinions and engage in dialogue about them, to 
understand concepts and consequences, and most of all, 
perform these tasks independently. For this reason free 
inquiry is basic to the educational enterprise, and 
especially at the level of elementary and secondary school 
since attitudes are formed in early you.h. Nevertheless 
the teacher also serves as the conduit for consensus 
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values, creating the cross-pulls of having at once to be to 
be highly political while providing opportunity for free 
inquiry. it takes little imagination to see how these 
functions can potentially cancel each other out. The 
teacher must be allowed that freedom necessary to make 
decisions with regard to curriculum, method of teaching, 
manner of relating to students and to the community as well 
as the larger society, and finally the freedom to 
participate in the democratic society of which he or she is 
an integral part. This can be done only by fully engaging 
in the search for truth and knowledge. Thus, as Yudof has 
pointed out, it is even more important for the public 
school teacher to be guaranteed academic freedom—not only 
because of the double bind s/he is in, but also because, as 
was pointed out above, the teacher is a role model to the 
student. Furthermore, as Drysdale indicates, it is crucial 
for society which benefits most from maintaining freedom, 
that responsibility for the defense of academic freedom be 
specifically located.[24] 
This sentiment is also expressed by philosopher 
Bertrand Russell, who said that teachers should not be 
required to express majority opinions, though he added that 
naturally the majority of teachers would do so. But 
absolute uniformity of opinion should be avoided, since 
119 
diversity among preceptors is essential to a sound 
education. 
What is curious about this position is 
belief that if impartial investigation 
permitted, it would lead men to the 
conclusion, and that ignorance is, therefore 
only safeguard against error.[25] 
the 
were 
wrong 
, the 
Russell believed that controversy on views 
pertaining to academic freedom flow primarily from the 
difference between the liberal and illiberal outlook, i.e.. 
. . .the former regards all questions open to 
discussion and all opinions as open to a greater or 
lesser measure of doubt, while the latter holds in 
advance that certain opinions are absolutely 
unquestionable and that no arguments against them 
must be permitted a hearing.[26] 
He believed it was essential that minds be trained 
to weigh competing evidence and arguments, and to make 
decisions based on what appears to be most reasonable. 
This should strengthen the intellect and make it more 
resistant to withstand the democratic abuses of power. For 
him collective wisdom was almost never an adequate 
substitute for the intelligence of individuals. This is a 
decidedly Tocquevillian view of democracy, but Russell 
agreed with it. He believed that because such poorly 
understood phenomena could threaten democracy, "the effort 
of rational deliberation is called for with special 
urgency. Serious intellectual progress depends "upon a 
certain kind of independence of outside opinion. . . .[27] 
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It is precisely this strengthening of the intellect that 
Russell saw as the most important function of education in 
an open society. 
*the habit of exercise of power by the 
majority has produced that intoxication and impulse 
to tyranny which the exercise of authority almost 
invariably produces sooner or later.[28] 
Russell's argument was extremely important since it 
tied his observations on the importance of academic freedom 
to a theory of the function of education and so to a 
relationship within a democracy. This is also the position 
held by John Dewey but articulated in a different 
framework. Both men pointed to the function of democratic 
government as the deliberate nurturing of a minority view 
coupled with the right to present that view to the 
community—or as stated by Justice Holmes in a dissenting 
opinion in which he was joined by Justice Brandeis: 
. . .if there is any principle of the 
Constitution that more imperatively calls for 
attachment than any other, it is the principle of 
free thought--not free thought for those who agree 
with us but freedom for the thought that we 
hate.[29] 
Harold Ickes, writing about academic freedom for 
the journal. School and Society, quoted the now-famous 
'market place of ideas' speech of Holmes: 
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reached 
of truth 
accepted 
market. 
■that the ultimate good desired is 
by free trade in ideas--that 
is the power of the 
in the 
... [30] 
better 
the best test 
thought to get itself 
competition of the 
This notion of full and unimpaired academic freedom 
is more like that of John Stuart Mill's defense of liberty 
of thought. 
There are, it is alleged, certain beliefs so 
-n0t t0 say indispensable, to well-being 
xf as much the duty of government to uphold 
those beliefs as to protect any other of the of the 
interests of society. 
When there is a tacit convention that principles 
are not to be disputed, where the discussion of the 
greatest question which can occupy humanity is 
considered to be closed, we cannot hope to find 
that generally high scale of mental activity which 
has made some periods of history so remarkable.[31] 
Political writers have tried to show that freedom 
of inquiry and of expression are not merely individual 
rights but exceedingly potent modes of action. The 
reactionary grasps this fact, in practice if not in express 
idea, more quickly than the liberal, who is too much given 
to holding that this freedom is innocent of consequences as 
well as being a merely individual right. The result is 
that this liberty is tolerated as long as it does not seem 
to menace in any way the status quo of society. When it 
does, every effort is put forth to identify the established 
order with the public good. When this identification is 
established, it follows that any merely individual right 
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must yield to the general welfare. As long as freedom of 
thought and speech is claimed as a merely individual right, 
it will give way, as do other merely personal claims, when 
it is, or is successfully represented to be, in opposition 
to the general welfare. 
Liberalism has to assume the responsibility for 
making it clear that intelligence is a social asset 
and is clothed with a function as public as is its 
origin,. . . .The individual inquirer has not only 
the right but the duty to criticize the ideas, 
theories and "laws" that are current. . . .[32] 
. . .The ends of liberalism are liberty and the 
opportunity of individuals to secure full 
realization of their potentialities. . . .[33] 
And that, it may be truly said, are also the aims 
of education. 
123 
Notes 
1 See especially 
Years of Educational 
Documents, 2nd ed., (Cambridge:Harvard 
Robert 
Wisdom 
Ulich, ed.,Three 
Selections 
1954, thirteenth printing, 1979) Universi 
Thousand 
rom Great 
ty Press, 
2 Rousseau, in Ulich, (1979), p. 415. 
^ ^ee J°hn A. Clausen, "Perspectives in 
Sociai^ation Socialization in the Schools," 
r*J.SauSfn' ed» ' Socialization and Society, 
Little, Brown and Company, 1968), p. 131-177. 
Childhood 
in John 
(Boston: 
4 Richard E. Dawson and Kenneth Prewitt, 
Socialization (Boston: Little, Brown and Co 
p. 146-7 . 
Political 
, 1969) , 
5 Jack L. Nelson and Frank P. Besag, Sociological 
perspectives pn Education: Models for Analysis, (New York* 
Pitman Publishing Co.,1970), p. 60. - 
6 Ibid., pp. 468,469,470. 
7 See "Francis Wayland Parker, Democrat, 
1837-1902," in Merele Curti, The Social Ideas of American 
Educators, by Merle Curti (Paterson, N.J.: Littlefield, 
Adams and Co., 1963), pp. 374-395. 
8 John Dewey, Democracy and Education, (New York: 
The Macmillan Company,1916, paperback edition by the Free 
Press, 1966), p. 11. 
9 John Dewey, My Pedagogic Creed, (New York: The 
Macmillan Co., 1897,reprinted in Ulich, 1979), p. 638. 
10 George S. Counts, Dare the Schools Build a New 
Social Order? (Carbondale: Southern Illinois University 
Press, Arcturus Books, 1978, first copyright by George S. 
Counts, 1932.), pp. 16-17. 
11 Dawson and Prewitt, Political Socialization, 
p. 143-146. 
12 See Chapter IV and V; also Selected Bibliography 
124 
13 Robert 
the Learning of 
School, (Reading, 
1968) . 
Dreeben, "The Contribution of Schools to 
Norms," in Dreeben, On What is Learned in 
MA: Addison-Wesley Publishing Co— 
Academic 
Universi 
14 John Philip Drysdale, "The Social Context of 
. fre~u°m' " dissertation, Louisiana State 
ty), Chapter I. 
15 Walter P. Metzger, ed., 
Academic Freedom in Formation, 
1977). — - 
The American Concept of 
(New York: Arno Press! 
16 as quoted in Drysdale, p. 30. 
17 Ibid., p. 50. 
18 Arthur Lovejoy, professor of philosophy at 
Stanford and Johns Hopkins, was an ardent advocate of 
academic freedom. A founding member of the American 
Association of University Professors (AAUP) and a prolific 
he has left a richly documented legacy for 
historians and others concerned with academic freedom. 
19 As quoted in Drysdale, p. 60. 
20 Ibid., p. 64. 
21 Dawson and Prewitt, Political Socialization, 
(1969), p. 145. 
22 Yudof (1982), p. 142. 
23 Drysdale, p. 64. 
24 Ibid. 
25 Bertrand Russell, quoted, 
microfilm, p. 226. 
dissertation on 
26 Ibid. 
27 Ibid. 
28 Ibid. 
29 Reprinted in Howard Mumford Jones, ed., Primer 
of Intellectual Freedom, (Cambridge: Harvard University 
Press, 1949), p. 35. 
125 
Society 41 Uune^1193 5) : "757-758? Freedom' " School and 
Hacket 3p^„LtUarV MillJ 22 Liberty. (Indianapolis: 
copyright by J.S.Mill, 1859)39p!'23l!h printlng’ original 
York: cllATrnZZ^^m^rf <New 
33 Dewey, (1935), p. 51. 
CHAPTER IV 
ARE AMERICAN TEACHERS FREE? 
THE BEALE STUDY, 1931-1933 
When the American Historical Association met in 
1930 for its annual meeting, it was deeply concerned with 
the state of the nation. A post-World War I boom had been 
followed by a deep depression which resulted in major 
political, economic and social changes which would forever 
change the mood and the hearts and minds of its citizens. 
Major curricular reforms had been implemented in the public 
schools, some in response to changes and upheavals in the 
society, others in response to what was seen as a changing 
role for the school. In the academy there was an attempt 
to describe and analyze, to discuss and dissect. New 
methodologies in the social sciences added tools that 
seemed to add luster by being more "scientific" because 
they enabled the researcher to provide "hard data" to 
support theory. It thus seemed to be an especially 
appropriate time for a study to be authorized that might 
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provide much-needed information to elucidate some tough 
questions being raised at this convention. 
Purpose 
There were those at that annual meeting in 1930 who 
were genuinely concerned with the teaching of American 
history and the social studies in America's schools--so 
much so that they had appointed a special commission within 
the Association to report on the state of such in America's 
schools and particularly to try to assess the freedom of 
the teacher. As Howard Beale himself reported in the 
introduction to the companion volume in the study, he 
objected to the assignment because he did not think of 
himself as an "educator". But as Professor George Counts 
explained to him, the Commission wanted an historian partly 
because it wanted the study done by someone trained in the 
critical method of the historian, and partly because they 
believed it would be more objective if done by someone 
other than an educator.[1] 
Beale's findings, gathered over a three-year 
period, were submitted to the American Historical 
Association as Part XII of the Report of the Commission on 
the Social Studies. In 1936 these findings were published 
by Charles Scribner's Sons under the title. Are America's 
Teachers Free? An Analysis of Restraint on the Freedom of 
Teaching in American Schools. In 1941 a companion volume 
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was issued as Part XVI of the Report of the the Commission 
on the Social Studies entitled, A History of Freedom of 
Teaching in America. 
Method and Scope 
The Beale book contains an elaborate presentation 
of his multi-faceted investigation. While conversational 
in style and, by present standards, methodologically 
unsophisticated and nearly impossible to replicate, it is 
still a landmark piece of research in this area. Indeed, 
even aside from the findings Beale reports, it is in itself 
a valuable historical artifact. 
Because it turned out to be impossible to locate 
any of the original data, it became necessary to deduce 
Beale's methodology strictly from the book he authored in 
which he described his efforts. And although a 
bibliography and appendix—where one may find a copy of the 
questionnaire—are included, these do not provide much more 
information. Nevertheless the work provides much important 
material and useful insights. 
In the preface to the book Beale addresses some of 
the problems and challenges he found in attempting this 
enormous project. The first was his accurate assumption 
that one could not simply look at cases of teacher 
dismissals. As he rightly pointed out, more subtle 
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violations of freedom are far more important, and there are 
many more of those than of outright dismissals. He also 
realized that there was bound to be tremendous variation 
from region to region; from community to community, and 
from one type of school to another. Furthermore, the 
difficulty of trying to grasp all the various factors 
involved led him to go to a variety of different sources, 
among them the files of the American Civil Liberties Union, 
journals, (in particular such publications as School and 
Society), local newspapers files, clipping collections, and 
personal contacts. The contacts provided him with 
correspondence, individuals who knew about or were 
themselves involved in incidents of concern, and often 
the entree for distribution of his questionnaire 
and/or opportunities for personal interviews. He 
acknowledges the enormity of the task and admits that he 
could not check and verify all the incidents and 
information reported to him. 
From the text of the Beale book one realizes that 
he depended heavily on correspondence and on the 
face-to-face interview—perhaps for the same reasons that 
today's research methodologists provide. In fact, he 
states in the Preface to the later volume: 
In the absence of printed material, information 
about many of the cases involving freedom and many 
of the facts concerning the more subtle pressures 
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on teachers could be obtained only by talking to 
men and women actually teaching in the school. [2] 
The Preface to the first volume, that is, to the 
study, gives the reader an overview of some of the 
complexities a researcher would have to handle in order to 
generate meaningful information from so many sources. 
Beale discovered that very few teachers were even 
aware that there might be a problem at hand. He began to 
real ize that most had not had enough training or done 
enough thinking to see beyond standard conventional beliefs 
of their communities to become aware of the larger issues 
of the day. Nor were faculty members of the colleges of 
education any more aware or even interested. The 2,000 
questionnaires which were sent around the country brought 
replies from less than half that number. And finding 
people who were willing to be interviewed personally 
brought Beale face-to-face with the problems associated 
with this kind of research that are outlined in the Methods 
section of the present work. One example of such 
difficulty was trying to determine why a particular 
individual wished to be interviewed; how accurate are the 
facts; what was the relationship of the "informant" to the 
person who was subject of the censure or dismissal, etc. 
It was also quickly apparent that all too often those who 
did not wish to speak were frequently fearful of dismissal 
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or similar repercussions. And those who spoke usually 
insisted on anonymity. 
The multiplicity of examples of fears of 
teachers about supplying facts is in itself 
eloquent testimony of the lack of freedom in the 
schools. The author began with a feeling that a 
few cases might be exaggerated into too gloomy a 
picture; his experiences in getting material have 
convinced him that any presentation of obtainable 
and publishable facts is an inevitable 
understatement of the truth. [3] 
What" publishable facts" did Beale obtain that 
prompted such a dire statement? 
Findings 
Since we only have access to Beale's findings as 
presented in his book, the volume needs to be described 
more fully. 
The work is presented in twenty-three chapters that 
are elaborately written accounts, rich with detail and 
background and often containing eloquent considerations of 
questions relating to freedom and its meaning. The first 
two address the special nature of teaching, the purpose and 
goals of education relevant to the question of freedom in 
teaching, and lay the historical background for a 
contemporary—that is to say, contemporary with 
Beale--consideration of freedom of expression in a number 
of different areas. The second half of the book deals with 
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freedom as related to specific issues or situations ranging 
from textbooks to problems related to pedagogy, conduct or 
appointment of teachers, and special settings, such as 
private schools. And finally he has several chapters 
discussing "Forces that Destroy Freedom," "Freedom and 
Purposes of Education," and "Means of Increasing 
Education." 
His inquiry used the notion of complete freedom as 
the standard because, as he said, no agreement can be 
on its limits. He then sketched several categories 
of problems for teachers, the first being in the area of 
ideas and beliefs. The second area he defined as that 
freedom or lack thereof that the teacher is permitted 
outside the school. The third concern was with members of 
those categories or groups that may encounter prejudice or 
discrimination, such as "foreigners, those from different 
parts of the country, blacks or Jews. Personal conduct of 
the teacher was another area, although he subsumed under 
that conduct unrelated to school and what is perhaps better 
understood as 'freedom of association.' And finally he was 
concerned with the teacher's freedom to make policy, decide 
on curriculum, select a teaching method, and the like. The 
work is richly documented with anecdotes and incidents that 
make the reading almost like a diary. 
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Freedom of Expression 
As might be expected, Beale's chapter dealing with 
freedom of expression related to war problems is filled 
with what in calmer times we call horror stories of 
dismissals, suspensions and other censures of teachers who 
taught German, teachers who were less than vigorous in 
their support of the war, teachers who gave open-ended 
composition themes to their classes, e.g., "Write a frank 
letter to President Woodrow Wilson commenting on his 
conduct of the war against the government of Germany." 
Teachers were required to obtain certificates of morality 
and loyalty to gain or keep positions and promotions and 
were investigated constantly. They were asked to take 
oaths of loyalty and swear that they would defend the 
Constitution. Beale reported incidents from all over the 
country to illustrate these findings. He emphasized that 
New York had a much better record of much greater freedom 
than other communities--in part because of the ceaseless 
Lusk Committee investigations initiated by the passage of 
the Lusk laws [4] requiring that teachers have certificates 
proving their loyalty. These filled the newspapers on a 
regular basis and caused various liberal periodicals which 
were defending freedom to provide ample news coverage, 
whereas dismissals in most places did not get any 
publicity. 
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This seems almost unbelievable to today's reader. 
But most of the incidents in the book are related by name, 
date, place, and quotes from the actual hearings or 
correspondence that took place between teacher and 
administrator or teacher and committee. Prescribed 
patriotism went from loyalty oaths to flag salutes to the 
unqualified support of the nation, the latter including its 
history, its heroes and its henchmen, its politics and 
economics. 
Politics seemed to cause particular concern among 
otherwise more moderate citizens. In many schools teachers 
were forbidden to discuss any controversial subjects or 
issues of public importance. Beale stated several reasons 
for this paranoia but believed that it was primarily the 
fact that unconsciously teaching is generally seen as 
indoctrination, and questions of public policy could tempt 
teachers to implant partisan views, or so it was believed. 
Although this seems more understandable, Beale's mounting 
evidence of the restrictions placed on teachers' freedom of 
expression does not end here. "Political activity away 
from the school is almost as severely frowned upon as 
expression of views in class." [5] Such an atmosphere 
obviously inhibited the teacher's interest and 
participation on the political process. 
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Along with the long list of evidence for this 
conclusion, Beale also tried to keep the reader aware of 
problems caused by the war hysteria versus those that 
seemed to be nearly part of the social fabric as, for 
example, the firing of those thought to be members of 
"radical” parties versus the -freedom” permitted those who 
supported the -right," i.e., the community's politics. 
Here too, Beale found sharp regional differences: as early 
as 1913 Massachusetts passed a law stating that no school 
committee could restrict or dismiss a teacher for 
exercising his right to vote, to sign nomination papers or 
to testify before committees of the legislature, while in 
the south a teacher would lose her job for advocating 
social equality. 
Professional Freedom 
The wealth of background material Beale brings to 
every consideration makes it a special pleasure to read his 
study, although this often makes it more difficult to pull 
out the actual data as such. And as an historian Beale 
brings both knowledge and insight to concerns such as a 
teacher's freedom of expression with respect to economic 
and social issues. He also offers generous background 
detail which can be integrated with the events he relates. 
(For those especially interested in the historical 
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background his other work. The History of Freedom in 
Teaching# is recommended.) 
Across the nation the hysteria that came with the 
changes in world and national events swept in the kinds of 
laws, regulations and behavior that seem on the one hand 
simplistic, on the other fear- and anxiety-producing. 
Magazines such as the New Republic and The Nation were 
removed from school libraries in places like Los Angeles 
and Portland, Oregon, while civics teachers were widely 
forbidden to discuss or teach socialism in their classes. 
Magazines provided platforms from which diatribes were 
directed at those who might be even remotely vulnerable by 
using such phrases as "boring from within," "attacking 
without warning," "subversives, anti-Americans, destroying 
the nation," and similar inflammatory rhetoric. The most 
vulnerable were of course those minority groups within the 
society who were already the scapegoats, such as Jews, 
blacks, and in many areas. Catholics, and those whose 
positions and salary were dependent on public trust, such 
as teachers. The latter were frequently investigated, not 
renewed, transferred or dismissed because of "radical 
tendencies." If that did not work, there was no hesitation 
to attack the teacher's methods, e.g., ". . .is not 
receiving his contract because of his open forum methods in 
the classroom and his modern methods of teaching." AS 
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before, Beale documents case after case by name, place, 
date and quotes from newspaper and other accounts of the 
same or similar cases from all over the country. 
Suspensions and dismissals or the witholding of licenses or 
tenure were commonplace for such actions as allowing a 
child to write on Bolshevism or for assigning Upton 
Sinclair's Jungle. 
Personal Political Activism 
Radicalism was the catch word of the period. Nor 
was there greater sympathy for labor, and teachers were 
regularly dismissed for supporting or participating in 
activities organized by or for unions. Picketing of all 
kinds was decried, including that for women's suffrage. 
To question general economic or social theories 
or practices is dangerous. To criticize specific 
evils in the economic system is worse. This has 
been true not only in communities controlled by 
large business corporations. It has been true in 
most American schools. The farmer and the 
small-town merchant, the clerk and the mechanic, 
have in general been just as disturbed over the 
expression of doubts about our business and social 
system as have businessmen themselves. All these 
men feel an interest in the stability of the 
economic and social order. In America men who are 
getting nothing like their just share of the goods 
of this world fear that, if confidence in the 
system is shaken or changes in it are wrought, they 
may get even less instead of more. Besides, most 
men hope some day to win for themselves a large 
share of the profits of the system. 
From frontier days Americans have inherited an 
admiration of the "practical" and a distrust of 
theories and ideas. The average American is, by 
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training if not instinctively, conservative. 
Raismg doubts troubles him, and he wishes to enjoy 
what he does have in peace. He is intellectually 
lazy, and questioning the notions he lives by 
forces him to think. it is easier to suppress the 
person who raises doubts than to silence the doubts 
once raised. Besides, there has been skillfully 
built up in America a popular theory that if only 
rich men and large business can be rich and 
prosperous enough, everybody will share in that 
prosperity. [6] 
Beale pointed out that most teachers themselves 
have, of course, grown up in this same social environment 
and are thus also not inclined to question the status quo. 
"Teachers on the whole have thought as little of 
questionings as have the communities they serve." [7] And 
even if dangers of discussing one were so inclined and 
willing to brave the general current issues, it was 
impossible to apply them to local situations. Local 
business or labor practices were a taboo topic. Indeed, 
Beale reported significant evidence that teachers were 
often pressured to actively endorse a local amendment, 
practice or position, whether they agreed with it or not. 
Other Social Issues 
Other social issues of the day caused similar 
reaction, as might be expected, given earlier responses. 
Prohibition, birth control, sex education, divorce, and 
possible ethnic and racial topics were all extremely 
sensitive and usually controversial areas, with the most 
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sensitive of the racial problems being that of blacks, or 
Negroes as they were called in Beale's time. 
Socialization of Teachers 
Freedom of expression in the teaching of history 
was of special concern to Howard Beale as an historian. 
His sarcastic remarks referring to the lack of preparation 
for the teaching of history tell us something about the 
preparation of teachers and give us some insight into what 
must have been a reflection of the attitudes that dominated 
education during his time. 
Many schools require college degrees, perhaps 
even master's degrees of their teachers? but that 
does not mean that the history teacher has studied 
history since he left high school. 
.Something about the coaching of football or 
baseball seems particularly to qualify a man for 
teaching history without the necessity of studying 
• • .Such teachers have no problem of 
freedom to face because they teach from necessity 
what the censors would choose for them. 
Yet difficult, indeed, in many localities will 
be the career of the teacher who has thoroughly 
prepared himself in the substance of history,knows 
and tries to follow interpretations based on the 
best recent research,. . . . "That's great", said 
a teacher from a small Middle-Western town . . . . 
"But if. . .1 taught that kind of history, I'd lose 
my job. " [8] 
The legacy of bitterness of the Civil War 
contributed heavily to creating biased teaching of history. 
This period lasted well into the first World War when it 
largely disappeared in the North, although not in the 
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South. According to Beale, much of the bias against 
teachers who taught a more objective approach to events was 
almost unconscious in the sense that teacher examiners 
simply believed that one knew one's history or one did not. 
And one who did not hold "sound views" was simply wrong and 
therefore not hired. Women seemed to hold to their own 
sectional views more tenaciously, and since teachers were 
most often from the local communities, it became nearly 
impossible to broaden the study of history in the South. 
Much the same was going on in the North with regard 
to events related to World War I. Instead of discussing 
European development and civilization, the emphasis was 
placed on the barbarian invasions of the Roman Empire. 
Much of the left-over anti-British bias suddenly 
disappeared from texts and historic ties with France were 
idealized instead. 
Teachers of history are importuned to chose 
their historical facts to serve the purpose of 
professional patriots and those who sincerely 
believe that instilling patriotism is the chief 
purpose of history. This means omitting some facts 
of significance and including others of 
insignificance. It means distorting facts to fit 
present purposes. [9] 
Beale spent many s describing examples of 
distorting of fact to fit the purposes of that period, 
particularly with regard to history text books. 
the 
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Freedom of Religion 
The chapter dealing with freedom of expression with 
regard to religion is rather similar in structure. Beale 
pointed out that the concern about religious influence in 
the schools is so great that what results is another kind 
of lack of freedom for the teacher, i.e., not to be able to 
instill even the most general ethical and moral principles. 
Beale described the usual absence of religion in the 
schools as an armed truce between people still concerned 
about religion. But, according to Beale's findings, "most 
teachers who say they never let religion enter the 
classroom take a general sort of religion so for granted 
that what they really mean is that they exclude sectarian 
controversy and doctrinal discussions." 
In Beale's time religious observance of many kinds 
were still part of the standard school environment. Bible 
readings and prayers were frequent although often 
challenged. Teachers who did not fit in the religious 
environment usually were not hired in religious-minded 
communities. And although sectarianism was officially gone 
in most places, Beale still found subtle control of schools 
and restraints on teachers and on what was taught, as well 
as outright attacks on non-religious, agnostic, and 
occasionally Catholic or other minority teachers. 
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It was only after World War I that the theory of 
evolution began to be known, Darwin's Origin of Species 
having been published in 1859. Between 1921 and 1929 
thirty-seven bills were introduced in state legislatures 
that tried to forbid the teaching of evolution in the 
schools. And where these did not pass or seemed not to 
have gone far enough, local restraints or impositions were 
often more successful. Books came under attack, and 
teachers were taken to task and often to court, as was John 
Scopes of Tennessee. Some teachers reported to Beale that 
they were able to teach evolution but didn't call it that. 
In addition to the documented cases of teachers being 
reprimanded and fired, Beale also quoted at length from 
speeches, editorials, journals and newspapers of the day, 
illustrating the unreasonableness, hysteria, and 
narrowmindedness prevalent across the country during this 
time. Teachers and the process of education were singled 
out by both extremes as potentially the most dangerous or 
beneficial for the survival of society. And although the 
Scopes trial provided much for the liberal intellectuals to 
laugh at, there should have been more serious listening, 
too. For it has been said that William Jennings Bryan, 
attorney for the state, was both eloquent and sincere and 
communicated the depth of sentiment of what one newsman 
called "the quiet people, the inarticulate people back in 
the country, in the mountains, on the farms and in the 
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towns, too, whose lives center around the churches and who 
are past middle age." [10] 
Bryan's charge against the liberals was typical of 
what the liberals charged, i.e.,they want freedom if not 
control of schools in order to see their views expressed, 
while they remain fiercely opposed to the expression of 
fundamentalist views. Indeed, he pointed out that the 
Tennessee law would in no way affect individuals; it only 
applied to teachers and is based on a state's right to 
control its teachers and what is taught. 
Textbooks; Content and Control 
As might be suspected, Beale found heavy-handed 
control of what was taught in the area of textbooks as 
well. In most public schools teachers had little or no 
freedom of choice of texts, and in many states there were 
laws prescribing or restricting any remaining choice. 
Certainly the Civil War had much to do with regional 
restrictions, as did the emerging ethnocentrism the country 
was experiencing. Bills were regularly presented in 
federal and state legislatures which mandated the 
elimination of books which made light of or spoke 
deprecatingly about any of the founding fathers. At the 
same time, however, California banned texts which "contain 
matter reflecting upon citizens of the United States 
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because of their race or color." [11] Yet in 1929 it allowed 
the exclusion of any books which contained propaganda 
injurious to the welfare of the public schools.[12] 
Beale described textbook adoption as generally 
being done by state commissions, boards of education, 
administrators, or textbook selection committees with an 
eye to political and community considerations. Only in 
good private schools did he find teachers able to exercise 
choice. He also documented the many varied pressures on 
both authors and publishers in this chapter. Some are 
understandable; others seem quite ludicrous, such as the 
banning of a major American history text from Elmira, N.Y. 
because of a "derogatory" reference to the mayor. Even 
though that was removed, another city threw it out because 
the high school was named after Grant, and the author drew 
an "unfavorable picture of Grant."[13] 
Over sixty pages of documentation bear witness to 
the restraint exercised over the content in textbooks and 
over teachers' attempts to make suitable selections. Beale 
noted that all the books discussed were written "by men of 
the first order of scholarship, courage, and integrity." He 
raised a question in 1936 that has yet to be answered in 
1986 ; 
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teachersimPShnant problem* * *is the effect upon 
teachers who can get only texts that are 
compromises with what the author knew to be true 
and reaiiy desired to say. what is the effect upon 
w i?ren ^h° are educated through the texts?. 
Worthy of sober thought is the influence of all 
this upon the coming generation and upon the 
effectiveness of the schools.[14] 
The chapter entitled, "Other Pedagogical Problems" 
ranges from problems with curriculum decisions to relations 
between teachers and administrators, and also with boards 
of education. State mandated instruction concerning 
morality, patriotism, alcohol, and the like was further 
augmented by the pressures of special interest groups. 
Beale reported one town in Kentucky resolved to remove 
biology from the curriculum because it lent itself more 
readily than other subject areas to the teaching of 
evolution. The demand for the observance of particular 
"days" or "weeks" by special groups has created time 
pressures for the teacher to try to cover material. Yet 
the teacher was rarely, if ever consulted, according to 
Beale's informants. 
According to a study done by George Counts, which 
is discussed in the Beale book, it made a difference to the 
teachers if the principal or the superintendent played the 
dominant role in curriculum decisions. In those schools 
where the principal had more say, the teachers also tended 
to have more input. And in Beale's opinion, some of the 
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best as well as the worst teaching was done in those 
schools where teachers were entirely free to experiment in 
their own classrooms. Teaching methods was an obvious 
target area for school critics of all kinds, but again 
Beale reported no definitive finding. 
No safe generalization is possible. Some 
of the best and some of the worst teaching is done 
in one-teacher schools where the teacher is left 
largely to his own devices. The teacher's own 
training, personality, and background, the salary 
paid, and the physical handicaps encountered seem 
to play a greater part in his effectiveness than 
the absence of imposition of method. Some of the 
best and some of the worst teaching is done in 
large city systems, where a highly organized corps 
of supervisors directs the method employed.[15] 
Censorship 
Beale's discussion of library censorship was more 
limited—probably mostly due to the fact that there were 
very few well-equipped school libraries at the time. But 
he commented that even the better ones rarely had enough 
source materials to present both sides of controversial 
issues adequately. The freedom allowed in the use of 
schools for outside purposes raised another level of 
teacher freedom and restraint, and served as a good index 
to the freedom officially allowed to teachers within the 
schools. Yet by and large Beale found that teachers 
believed it to be unethical or unprofessional to criticize 
others, especially superiors, in the system in which they 
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taught. And some reported that although open criticism of 
the schools was frowned upon, it had not been the cause of 
actual dismissals. 
Freedom of Expression About the School 
As expected, Beale found that both teachers' 
attitude towards speaking out as well as towards the actual 
reprimands depended greatly on the atmosphere set by the 
chief administrators. "Usually a conference with one's 
principal causes the teacher to see the 'why'—when this 
has been accomplished, there is no need for wholesale 
criticism." [16] 
But from the same group of Des Moines 
questionnaires Beale found that many teachers felt they 
could not criticize. More than forty percent did not dare 
to criticize the teaching methods required. And teachers 
in many cities reported both reprimands as well as being 
dropped from the payroll for criticizing the central 
administration. And then as now, there was concern about 
the degree of a private citizen's freedom a teacher was 
asked to give up. Here Beale researched both journal and 
newspaper articles, and in some instances followed up on 
reported incidents with his own questions. Letter after 
letter from all regions of the country reported 
dismissals--sometimes after 31 years of teaching--for 
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making public statements about the schools, about the 
administration, about the board of education, for "not 
showing proper respect to her principal," for "attempting 
to undermine the high school principal and for attempting 
to stir up opposition in the community and among the 
teachers against [our] methods of instruction. . . ."[17] 
Then, as now, there was controversy surrounding 
this aspect of teacher behavior. 
Those who defend freedom feel that the damage 
done by an occasional trouble maker would be slight 
in comparison with that wrought by dictatorial 
powers now exercised by school officials who cannot 
be curbed by teacher criticism. The fear of 
teachers to disagree vigorously with superiors or 
publicly to criticize crying faults has a 
devitalizing effect upon the teachers, and it tends 
to perpetuate in the schools evils of which 
teachers are fully aware even though they dare not 
speak of them.[18] 
"Conduct Unbecoming a Teacher" 
Beale found that teachers' conduct outside the 
school was more likely to cause trouble than his teaching 
in the school, in spite of both teachers' and 
administrators' assurances that teachers were perfectly 
free to do as they liked in their private lives. "But we 
don't because we know it'll cause trouble" was the usual 
clarification. Before World War I teachers in the South 
and Middle West could not go to the theater. After the War 
came the movies. And dancing and card playing were even 
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greater offenses. Letters from teachers in 1933 indicated 
that frequently their contracts forbade dancing "at home or 
away while in the employ of this board." 
Swearing, gambling, smoking (in which there 
appeared to be a double standard for women), and drinking 
were often prohibited in contracts. And if they were not, 
it was usually considered wiser not to tempt fate, for as 
recently as 1932 in Seattle a male teacher was forced to 
resign because liquor was found in his apartment.[19] Again 
regional differences came into focus when he reported that 
nearly three-fourths of the teachers polled in the 
Northeast reported they could drink away from school. 
Beale also noted that in some communities a male teacher 
could not hope to hold on to a position unless he could be 
a "good fellow" in drinking the liquor of the 
superintendent or school board member. 
Immorality" is a charge the meaning of which 
varies so decidedly from town to town and from 
decade to decade that it can be made to cover 
almost anything an official wishes to read into it 
in order to dismiss a teacher.[20] 
The courts tended to uphold dismissals for 
immorality, even when they were based on gossip, except in 
the Northeast. This meant that rumors of immorality became 
the most frequent and sure-fire way to attack someone 
because even if the rumors weren't true, many people 
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believed that such individuals were no longer fit to be 
teaching now because of their tarnished reputation. For 
women both divorce and marriage and "keeping company" with 
young men might compromise their teaching positions. Going 
out on school nights, short hair styles, bright clothing, 
short skirts, sleeveless dresses and the like were reasons 
Beale found given for disciplinary actions against 
teachers. And, in his own words, "not only the 'must nots" 
but the 'musts' were dictated. He concluded that this 
constant demand that teachers make a good impression on the 
community and not commit the mortal sin of bringing 
"unfavorable publicity" to the school kept teachers rigidly 
conventional. 
Unconventional conduct is likely to get 
publicity? at least any small minority that 
dislikes the teacher or his views can see that it 
brings him notoriety. Few teachers can survive 
this. Unconventionality, too, is attributed. . .to 
lack of judgment. . . . Middle-class and small 
town respectability depends upon strict 
conformity. . . . Popularity often counts far more 
than competency. . . . "Popularity" does not 
necessarily imply bad teaching. It has little 
relation to teaching at all, except that one's 
advancement and standing in the schools depend upon 
it. [21] 
As noted earlier, union organizing or other labor 
activity was also frowned upon, as was picketing. Joining 
organizations ranging from the Ku Klux Klan to pacifist 
groups was always closely watched and often criticized. 
Neither was it safe to take up social causes, criticize 
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local politicians or business practices, or question the 
goals or methods of the D.A.R., the American Legion or the 
local churches. The active and intelligent teacher was 
thus robbed of the rights of the normal active citizen. m 
Beale's opinion this not only made for a miserable life for 
an intelligent teacher, but is also the reason for the lack 
of respect granted teachers, for one does not respect a 
"hired man." 
In his conclusion Beale stated that he believed the 
most restrictive force on teachers to stem from parents' 
desire to have their children influenced by the highest 
type of character—an admirable idea: that teachers' 
behavior can be 'made' to measure up while their own may 
not. Though understandable, they do not realize that the 
children also see the unethical or irresponsible behavior 
of lawyers, business leaders, et al., who are obviously 
highly respected by the community while their teachers are 
not. And no one seems inclined to place restrictions on 
their lives. 
Obstacles to Employment 
Before teachers even found themselves in a position 
of limited freedom, they had to be hired. And Beale found 
this to be the first of many stumbling blocks, indicating 
that dismissals do not tell the whole story of the effects 
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of restraints on teachers. For although the laws governing 
certification ruled out the incompetent, etc., the actual 
selection for a position, usually solely done by the 
superintendent, was based on all sorts of other criteria. 
T e significant fact is that his inquiries 
eliminate, if possible, unconventional applicants, 
courageous, independent, thoughtful persons, and 
all candidates known to be "radical" in any sense 
of that word. This accounts in large part for the 
complacency and lack of ideas and leadership in the 
profession as a whole. This process also rules out 
most of those who would need freedom or be willing 
to fight to get it. ... Besides disqualifying at 
the beginning all of the persons liable to believe, 
say, or do unorthodox things described 
(above). . .this selective process also rejects--or 
accepts only if extraordinarily gifted—all members 
of a number of groups that are unpopular, 
unorthodox, or the victims of local jealousy or 
prejudice.[22] 
Nationality 
Beale reported finding bias in hiring against 
foreigners, regardless of whether they had been naturalized 
or not, and on occasion even against citizens with 
foreign-sounding names. Residence was an issue, as was 
coming from out of state. Gender--then referred to as 
sex—was definitely an issue in that few women were ever 
promoted to head departments, became principals or 
superintendents, or served on school boards. They were 
further discriminated against in that they were paid less 
than men in comparable positions. Both marriage and 
divorce worked against them, as did being a feminist. 
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Beale found that one of the greatest handicaps was being a 
Jew. Since it was then permitted to inquire about an 
applicant's religioun such a fact was easily established. 
But Beale pointed out that the bias was racial, not 
religious. Outside of large cities Jews could find no 
jobs; one placement agency working out of New York reported 
placing hundreds of teachers in its 25-year existence, but 
it been able to place only six Jews during that same 
period. 
It should be noted that Beale's discussion of the 
employment issues with regard to Jews appeared under the 
heading of "Race" in the chapter on the appointment of 
teachers in his book. 
Race 
The black racial question played out in different 
ways. In the South the educational administration was 
badly splintered between blacks and whites and integration 
at any level was still many decades away. In the border 
states a degree of theoretical equality had been 
established, and blacks had no difficulty getting jobs in 
black schools. In the North black teachers were completely 
barred from black schools, mixed schools, and of course 
white schools. This may have been partly due to the 
preferential hiring of whites, their larger numbers, and 
154 
their unwillingness to teach in black schools. Only in the 
more recent years were a few employed in elementary 
schools. And this in spite of the fact that occasional 
brilliant blacks had held major positions in education 
throughout the country around the turn of the century. in 
New York there was reported a growing sense of equality due 
to a number of reasons peculiar to the make-up of that 
city» and perhaps mostly due to the acknowledged 
superiority of those blacks who had been appointed. 
Religion 
In certain areas of the country religion also 
mattered. Catholics had difficulty except in those areas, 
especially cities, where there are large Catholic 
populations. There they held numerous teaching as well as 
all levels of administrative positions. In some such areas 
it was the Protestants who felt like the aggrieved 
minority. This resulted in many systems attempting to keep 
representation on the teaching staff proportional to a 
group's percentage in the population. But religious 
liberals of any denomination were often no more welcome 
than another minority. Those who did not attend church, 
who supported the teaching of evolution, who did not 
believe in a supreme being or questioned such existence all 
had trouble. And even though asking about an applicant's 
religion was outlawed in a few states (Massachusetts in 
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: 1917), diligent interviewing enabled anyone who cared about 
such knowledge to obtain it. 
; Affiliation 
Many teachers reported to Beale that their 
[political affiliation or their ideological beliefs, or 
their membership in unions or other "suspect" organizations 
! gave them grief. An applicant who admitted to having been 
, a conscientious objector, regardless of his explanation, 
[ was nofe hired. With his ample evidence Beale made it clear 
that restraints on teachers began long before they were 
' ever in a classroom. 
Other Factors 
Even more dangerous in Beale's mind than the 
various means of teacher restraint documented thus far are 
the subtle pressures that work on the teacher on the job. 
These are the ones that do not necessarily result in not 
being hired, or in being dismissed, but instead cause the 
teacher to compromise his integrity. Some of these 
influences come from outside the school, others from 
within. Among the former are the patriotic organizations 
such as the American Legion, the D.A.R., and those that 
represented one or the other side of the Civil War? the 
religious organizations like the Knights of Columbus; 
'ethnic societies like the Steuben Society; 
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pseudo-patriotic/religious groups like the Ku Klux Klan; 
W.C.T.U.? American Bar Association, and others who "wish to 
reach the mind of the child while it is still plastic." 
In this group Beale also listed the press—in part 
because it is often controlled by community leadership, in 
part because it is always looking for "news" and can print 
corrections on the back page at a later date. For the same 
reasons it can, of course, also be a source of of support. 
Politics and business influences were mentioned 
earlier—both sometimes difficult for the less 
sophisticated teacher to recognize, since their language 
always makes it sound as if the good of all is the goal. 
And few school systems refuse the liberal "free-bees" that 
originate with the iocal utility or manufacturing company. 
. . .A textbook in American History must not 
offend the Daughters of the American Revolution, 
the Knights of Columbus, the English Speaking 
Union, the United States Chamber of Commerce, the 
American Federation of Labor, the Grand Army of the 
Republic, the Order of Confederate Veterans, the 
American Legion, the Ku Klux Klan, and a host of 
other organizations. There have been numerous 
other instances of the modification of textbooks at 
the request of some powerful group. Moreover, the 
same textbook has been issued in different editions 
to meet the demands of different sections of the 
country.[23] 
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Beale also described extensively the kinds of 
pressures brought to bear on teachers from parents, 
children, principals and other administrative staff such as 
supervisors and superintendents, and school boards, and 
even from other teachers. He also concluded from his 
investigation partly based on comments such as "it depends 
on the principal," written in the margin of the 
questionnaire near inquiries about particular freedoms 
enjoyed by the respondent--that the superintendent and the 
principal were often the pivotal figures who imposed or 
removed or at least buffered the teachers in the exercise 
of their rights as citizens. "Freedom for teachers needs 
superintendents with a social philosophy and training in 
thinking as much as it needs teachers with these 
qualities."[24] 
Not until they are allowed to lead normal 
lives, determine their own rules of conduct, and 
play a respected and self-respecting part in 
community life will individuals who love freedom 
and have ideas and abilities stay in the teaching 
profession. Only then will many men again enter 
the profession. . . .communities would soon learn 
that their teachers had much to 
contribute. . . .[25] 
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CHAPTER V 
FREEDOM AND RESTRAINT IN THE EIGHTIES 
Purpose and Rationale: 
An Overview 
It would be too much to expect of Dr. Beale 
that he could remain cold, dispassionate and 
absolutely objective in his attitudes towards a 
situation which, when every allowance is made, 
constitutes a real menace to freedom of thought in 
America.[1] 
So states Conyers Read, Executive Secretary of the 
American Historical Association, in his foreword to the 
Beale book. 
This statement cast some shadows on the quality of 
Howard Beale's 1933 study. It raised a serious concern 
about the possible lack of objectivity in the work due to 
the passion of the researcher. As noted earlier, this and 
other methodological flaws would make an absolute 
comparison of the findings of Beale with those of the 
present study rather inaccurate. In my own case a 
combination of personal history and education has resulted 
in a long-standing interest in and commitment to principles 
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of freedom and how these relate to the maintenance of a 
democratic republic. This interest also gave rise to 
present inquiry, but I believe scrupulous attention to 
pitfalls of passion have protected the objectivity of the 
findings. 
Extensive study of history, philosophy, government, 
constitutional law, and finally education—including 
schools and classrooms—contributed to my desire to engage 
in this research. I also knew it was supposed to be in the 
schools where teachers were expected to transmit the ideals 
necessary to the maintenance of a democratic society. 
I spent many years as both student and teacher in 
classrooms, often grappling with philosophic questions such 
as, "what should be the role of education in a democracy?" 
and "how does one teach others so that they will develop an 
understanding of those principles of freedom and justice 
and become active participants in their society?" This led 
naturally to investigating pedagogy, curriculum, and areas 
of psychology relating teaching and learning. It was here 
that I learned about the importance of modeling behavior in 
the learning process from the point of view of educational 
psychologists and theorists.[2] 
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But more importantly, I returned to one of John 
Dewey's most important works, written early in his long and 
productive career. Democracy and Education. published in 
1916. [3] Dewey brings remarkable insight and understanding 
to teaching and learning and to their interrelationship. I 
was inspired by his notion of the school as a small mirror 
image of the larger democratic society which could provide 
the training ground for adult participation as a 
citizen.[4] At the same time I began shift my attention 
from the school as an institution to the teacher and his or 
her function in such a setting. 
Rationale 
At a later date I became personally and 
professionally involved in issues relating to academic 
freedom. I began to see how deeply interrelated this idea 
was with the principles I had been concerned with for so 
long. But what had an even greater impact on me was the 
realization that I was hearing or reading about more and 
more restraints and restrictions of freedom in all parts of 
the country and with regard to a wide variety of 
education-related issues. Library censorship, ceaseless 
attempts to get prayers mandated in the schools, teacher 
dismissals for taking anti-Viet Nam war positions, book 
banning, repeated attempts to bring creationism into the 
classroom, and the nation-wide circulation of "approved" 
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lists of texts were some of the disturbing phenomena of the 
period. 
The more I investigated, the more I realized 
careful research was needed, for it began to look like a 
time that resembled those periods in American history which 
brought about intensive ethnocentrism, paranoia and the 
resulting desire to impose limits on free expression. Fear 
of competing ideologies, particularly communism, produced 
some of the worst periods of reactionary and restrictive 
behavior and even legislation. The nineteen-fifties were 
especially characterized by this type of behavior. By 
1 contrast, the period which followed brought about an 
unusual number of challenges to widely accepted restraints, 
often ending in the courtroom. A number of these even 
reached the Supreme Court of the United States, resulting 
in new groundwork which built more explicit support for 
individual rights.[5] 
It was during these years that great numbers of 
cases came through the court system specifically involving 
( both teachers' and students' rights.[6] Because of the 
liberal climate in the country at the time, coupled with a 
number of justices on the Supreme Court who did not shrink 
from a liberal interpretation of the nation's creed, many 
. 
. advances were made establishing both students' and 
teachers' fundamental rights. 
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But what is happening in the 'eighties? 
The Eighties 
Reading the popular press suggests that we are 
indeed watching a repetition of an earlier era. Headlines 
such as "Holbrook School Policy Compared to Witch Trials" 
requiring teachers to behave ethically and morally on and 
off school grounds caused the president of the 
Massachusetts Federation of Teachers to comment: "It 
sounds to me as they're rushing headlong into the into the 
past. Really, it sounds like the Salem of 1692 to me."[7] 
"Once Again, Creation Goes on Trial."[8] The 
headline has a familiar ring. But the date is not 1926; it 
is not Tennessee, and it is not the Scopes trial that is 
being discussed. However, it does concern the teaching of 
creation science; it took place in Louisiana in 1983. It 
would appear that the commonly-held assumption that the 
Scopes trial settled questions regarding the teaching of 
creationism in schools is wrong. 
It is almost time to celebrate the Constitution's 
200th year, yet the October 1986 issue of Education Week 
headlines state: "On Trial: 'Secular Humanism' in the 
Schools." 
A federal district judge in Alabama heard 
opening arguments last week in a landmark case that 
seeks to determine whether the tenets of "secular 
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humanism" 
the Mobile 
are being taught unconstitutionally 
County public schools.[9] 
in 
And among related articles is one citing cases 
being brought to court on this issue from New York to 
California and from Washington to Texas. 
"AAUP Urges Professors to Fight Threats to Free 
Inquiry in Schools," reads the headline in a recent issue 
of The Chronicle of Higher Education. 
College and university faculty must do more to 
combat the current threats to free intellectual 
inquiry in the elementary and secondary 
schools. ... Resistance to censorships in the 
schools cannot be left only to those who are its 
... Restrictions on free inquiry and 
learning must be of concern to all educators at all 
levels. [10] 
The AAUP had appointed a Commission on Academic 
[ Freedom and Pre-College Education in 1985 in response to 
the board's concern with the increasing attempts to keep 
teachers from using materials in the classroom that some 
might consider controversial. The selection quoted was 
t from their report, which was about to be released. 
More of this was beginning to have a familiar ring. I  recalled an earlier foray into questions of academic 
freedom during which I had come across two books by Howard 
1 K. Beale. One was entitled A History of Freedom of 
: Teaching in the United States. [11] The other was Are 
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American Teachers Free? An Analysis of the Restraint upon 
Freedom of Teaching in the United States.[12] the 
nation-wide study commissioned in 1933 by the American 
Historical Association Commission on the Social Studies and 
summarized in the previous chapter. As noted, the Beale 
study grew out of similar concerns with the restraints of 
that period and, indeed, the research documented the myriad 
ways in which teachers were not free. 
Purpose 
I thought it was time to see where we had come in 
fifty years. Not only have there not been any major 
nation-wide studies concerned with these questions, but 
since the landscape increasingly began to take on hues of 
constraint, it led me to anticipate that a re-study would 
doubtless reproduce Beale's findings. Have the intervening 
fifty years made a difference, or are things the way they 
were in Beale's time. If not, why not? And if not, what, 
if anything, can be done? And should it be done? 
A society which makes provision for participation 
in its good of all its members on equal terms and 
which secures flexible readjustment of its 
institutions through interaction of the different 
forms of associated life is in so far democratic. 
Such a society must have a type of education which 
gives individuals a personal interest in social 
relationships and control, and the habits of mind 
which secure social changes without introducing 
disorder. [13] 
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Deliberate effort and the taking of thoughtful 
Pams are required. Beings who are bornno? only 
theWa^on°fi' bUt qulJe ^different to, the habits of 
. , e social group have to be rendered cognizant of 
f^ely interested. Education! and 
education alone, spans the gap. [14] 
Research Design and Methodology 
I began this project thinking I would replicate 
Howard Beale's 1933 study. Both time and money restraints 
made this impossible. Furthermore, in spite of making 
every effort to locate Beale's original papers—which 
included contacting several university archives, the 
American Historical Association's archives and the Library 
of Congress I was not able to locate the original data 
that Beale must have used to write up his findings. As 
: noted before, his findings were published in 1936 as Report 
XII of the Commission on the Social Studies of the American 
Historical Association entitled. Are American Teachers 
Free?. In 1941 Charles Scribner's Sons also published the 
related volume authored by Beale entitled, A History of 
Freedom in Teaching in America.[15] 
While the questionnaire found in the appendix of 
the book was obviously Beale's primary means of gathering 
' data, it was apparent that there was little or no 
systematic methodology nor even an orderly design used in 
its distribution. The information that was collected in 
response to the survey was reported in what is mostly an 
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impressionistic manner. Nowhere is there an accounting of 
the statistical distribution of answers to particular 
queries. Because of this and other serious methodological 
flaws in the Beale study, I realized it would be difficult 
to draw specific comparisons. Moreover, without the kind 
of outside funding and support that has become essential to 
the carrying out of large scale research, it became clear 
that I needed to take a different approach to my own 
research in this area. I decided to scale down the project 
and design a pilot study that might serve to lay the 
groundwork for eventually mounting the kind of research 
project that Beale had attempted. 
Scope 
Instead of conducting a national study, I decided 
to concentrate on one state: Massachusetts. Instead of 
surveying all the teachers in every school in the state, I 
decided to divide the schools into categories based loosely 
on the types of school districts they represented, i.e., 
large urban area, suburban, and regional systems. Instead 
of polling both elementary and secondary teachers in all 
fields and including principals, other administrators and 
college teachers, I decided to select the three curricular 
areas of the secondary program that would be most likely to 
I 
show some interest and/or response to issues of personal 
i and professional freedom and/or restraint. With this 
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concern uppermost, I selected two tenured high school 
teachers from each of the three discipl ines (Social 
Studies, English and Science) from high schools 
representative of the afore-mentioned categories. i 
usually managed to make the contact with the first faculty 
member of a given school by means of an informal and 
uninvolved third party, enabling me to be personal in my 
contact, yet removed from the teacher's personal, social or 
professional life. 
Me thod 
After spending some time deciding on the most 
appropriate data-gathering technique, I chose the 
qualitative in—depth interview, using an amended version of 
the Beale questionnaire as a guide. Because of the 
face—to—face nature of an interview, I believed it would be 
} easier to develop rapport and thus encourage a respondent 
) to be less cautious and sparse in giving answers to 
: questions. This method also allowed for opportunities to 
?elicit responses that might be indicative of attitudes and 
: beliefs as well as providing the specific information 
i requested. It also permitted me to probe as needed in 
jl order to gain a better understanding of the general context 
in which reported incidents took place. Such background 
information could prove to be invaluable in drawing more 
: accurate inferences and conclusions. 
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It is clear from the Scribner publication that 
Beale also used this approach. He made frequent references 
to visits he had made to particular individuals? in fact, 
he often seemed to be asking them the same questions 
covered in the questionnaire. For example, he describes 
the actions of a principal who managed to create a better 
working environment for his staff. Like many other similar 
incidents or descriptions, Beale indicated by means of a 
footnote[16] on that page that the material had come from 
an interview. He also quotes at length from letters he had 
received, sometimes following the receipt of the 
questionnaire but more often following a personal 
interview. It is this same method I selected for this 
study in the belief that the information gained from such a 
technique would enable both researcher and reader to 
i experience a kind of intensity, meaning, and compelling 
; quality that is frequently missing in quantitative 
research. At the same time it would enable me to gather 
information needed for the study. 
Advantages of Interview Method 
The interview method has several other advantages 
: as well. As Bradburn and Sudman point out in their book, 
I Response Effect in Surveys, the nature of the material 
jj about which I want to gather information could, by itself, 
l be considered inflammatory. [17] This might very well 
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affect the respondents- attitude, behavior, and finally the 
accuracy of the answer itself. in that case trying to make 
judgments about attitudes and feelings can be significantly 
impaired by the emotional impact of the issue, even though 
factual answers may be unaffected because they merely 
convey data. Although changing the method of gathering the 
information does not do away with this effect entirely, it 
can help to minimize it. And in the final analysis it is 
precisely the larger context within which the data occur 
that we want to understand better. 
Interview Schedule 
The interview schedule was to be based as much as 
possible on the original Beale questionnaire while trying 
to tap contemporary concerns. It would attempt to probe 
j attitudes and opinions about a range of topics and issues; 
freedom from restraints of various sorts would be only one 
of many topics to be pursued. For example, it would be 
) entirely appropriate to focus on curriculum and curriculum 
I policies. To what extent is the curriculum set by the 
: school committee, by the principal, by the supervisor? How 
: much influence does a teacher have with regard to 
) curriculum decisions? Is approval or permission for making 
; changes necessary? From whom? What about content? Who 
. 
Kdecides? Do you agree? 
Answers to questions of this nature very quickly 
form an array of factual as well as attitudinal information 
for the interviewer. Furthermore, within such a context it 
is clearly less disturbing to raise questions regarding 
controversial topics. A line of questioning such as the 
above can offer insight into the ways teachers are affected 
by unilateral curriculum decisions. Teachers are, after 
all, presumably experts in their own areas, and yet many 
cannot make their own decisions about how or even whether a 
certain topic should be taught. At the same time the 
interview technique provides a structure that is less 
confining and thus be helpful in enabling the researcher to 
determine whether what is being reported is being filtered 
through or affected by considerations other than those 
being stated. 
Interview-Characteristics and Logistics 
Coupled with the special characteristics that make 
the interview technique particularly applicable for this 
type of research are the special characteristics and 
proclivities of this researcher for face-to- face 
interchange. Here again Sudman and Bradburn illuminate the 
way in which interviewer characteristics affect responses. 
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The researcher is able to -put people at ease, 
display sincerity and empathy, communicate seriousness of 
purpose and a high degree of concern and commitment. These 
qualities all help to create a setting conducive to 
conveying deeply-held feelings and attitudes." Since this 
took considerable time, it was always important to allow 
for sufficient time so that the respondent would not feel 
rushed or as if he was merely a number in the data set. 
The interviewer and respondent need to feel comfortable 
with each other in order to make the outcome most 
meaningful.[18] 
Because of the importance of the time factor, it 
became necessary to schedule appointments and know in 
advance that the individuals agreed to an interchange of 
this nature and were willing to set aside the time. 
Interviews lasted well over two full hours which ideally 
should have been handled in one appointment but often had 
to be done in two or more. Although there was not a 
concerted effort to control for gender in this study. a 
balanced group of men and women were willing to 
participate. 
Audio tape was used to record the interviews. 
These were transcribed and entered into Smith College's DEC 
computer (VAX 8500) with the aid of the Jahnige Research 
Center staff and the help of a small grant to aid faculty 
scholarship from Hampshire College. When the material had 
been transcribed, it was ready for content analysis. 
Analysis 
The themes for the content analysis of these 
interviews were based on those that are the same or similar 
to the ones that pervade the Beale research. This meant 
that every interview will have been read and reread until 
all the responses that elucidate areas such as, for 
example, book censorship, principal's support of faculty, 
controversial topics, teacher involvement in controversial 
activities, etc., were culled from the typed copies of the 
interviews and grouped together. In this way it was not 
only possible to get a rough sense of the proportion of 
teachers who might be concerned and aware of constraints, 
but more importantly, to include in the findings the 
context and depth of feeling that this research method 
facilitated. It enabled me to gain a deeper understanding 
of a complex situation and to obtain greater insight into 
the world of the classroom teachers. I feel I am thus 
better able to tell their story accurately and with greater 
empathy than would otherwise have been possible. Constant 
careful attention to the pitfalls of this approach helped 
me to maintain a high level of objectivity. 
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Methodological bases come from several authors, but 
particularly from writings by George M.J. McCall and j.l. 
Simmons, Issues in Participant Observation. (1969); Earl R. 
Babbie, The Practice of Social Research, (1975); and Barney 
G. Glaser and Anselm L. Strauss, The Discovery of Grounded 
Theory - Strategies for Qualitative Research. (1967), and 
Seymour Sudman and Norman M. Bradburn, Response Effects in 
Surveys, (1974).[19] 
Findings 
For the purposes of actually gaining an overview of 
the parallels of the Beale study and those resulting from 
this inquiry, the findings will be presented in categories 
similar to Beale's. One such category will deal with all 
of the issues that have to do with freedom of expression. 
This includes utterances regarding politics, expression 
involving religion, science, economic and social issues, 
patriotism, peace, and issues having to do with 
internationalism. These can be looked at from the 
perspective of the teacher in the classroom and the teacher 
outside of the school in private life. The other areas can 
generally be subsumed or headed under: conduct of teachers 
in their public and private lives. A third kind of 
conduct, professional conduct, is also related to the 
first, i.e., freedom of expression, but affects more 
directly the carrying out of duties and responsibilities as 
teachers and specialists. These might include autonomy in 
selecting textbook materials, opportunities to develop 
curriculum, discuss controversial but relevant topics in 
class, and publicly express opinions that relate to school 
matters. Another important and revealing set of concerns 
will be reported that suggest teachers' anxiety about other 
aspects of school life, such as the imposition of other, 
n<-5n—teaching duties and how these additional 
responsibilities are often used as a restraint and 
punishment for those who do not comply with "the way things 
are." And finally issues surrounding both appointment, 
tenure, and means of appeal available to teachers and how 
these are affected by the teacher's personal conduct and/or 
the exercise of freedom of expression will be discussed. 
Forces and pressures that these teachers have encountered 
both from within the school as well as from the community 
will be related, and throughout the interviews the 
teachers' own attitudes, beliefs and perceptions will be 
brought out. A final note will touch on the teacher's own 
perception of freedom and/or restraint compared to what 
these findings would suggest. 
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Freedom of Expression 
Many issues related to freedom of expression in the 
Beale study arose in connection with the first World War. 
It is well to remember that there were significant 
expressions of opposition to the U.S. entry into the war, 
and teachers were once again especially vulnerable in their 
unique position as source of influence, role model and 
public citizen. Beale provides ample evidence of a range 
of behaviors which were disapproved of by school 
administrators and/or the general community throughout this 
period, as has been noted in Chapter IV, under Findings of 
the Beale Study. These very closely parallel the kinds of 
activities carried on by a number of teachers during the 
Vietnam War era and, ironically, the behavior of 
communities and school administrators also paralleled what 
Beale reported. Due to the small numbers and limited 
geographical coverage of this inquiry there appear only a 
few concrete examples that illustrate this.[20] 
H. At the time [of the Vietnam War] would it have 
been unpopular to take the anti-war position? 
Mi. In this school? 
H. Yes. 
Mi. Yes. Definitely. And probably in the city. 
H. Did anyone take that position? 
Mi. . . .there were some younger teachers who 
probably did this. . . minority group of people. 
H. Can you recall what the reaction was of [your] 
colleagues to them, and did they suffer any repercussions 
for holding this position? 
Mi. Shouted down in the conversations. 
H. Really. 
Mi. Yes. (Mi, p. 143-144) 
H. How do you feel about the doctrine that our 
*• 
entry into the Vietnam war was a mistake? 
Me. I could support that personally, and I think 
that I would be careful about how I said that in class out 
of respect for those students who sit in front of me who 
may have had a family member involved in that conflict, and 
not wanting to dredge up things that would make them feel 
bad about themselves or people connected with them. In 
terms of just argumentation, certainly, I could discuss 
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that. I would hesitate to say that it was a belief of 
mine, for those reasons. (Me, p. 90) 
H. How about a defense of North Vietnam's position 
in the '60's or *70's. 
Me. I felt very freely about expressing my views. 
I wasn't absolutely clear on what my views were, to be 
honest with you. I was not someone who participated in 
rallies. Although, at cocktail-type parties, I certainly 
found myself being on the position of 'why are we there' 
and 'what sense does this make' and etc. And I did a good 
bit of that, but I didn't carry that into any public kind 
of thing. 
* 
H. Do you think that would have been a problem? 
Me. No. It wouldn't have been. Had I felt 
strongly about it, I would have done. . . If I felt that 
strongly about it. We were involved in a number of things 
in [name of town] at that time that didn't take my mind off 
that, but took all of my energies. That kind of thing 
would come back—[name of town] was a kind of Kent State at 
that time--and the high school where I was teaching became 
involved in all sorts of things, riots, the whole 
thing—and so we had our own little problems that in a way, 
were related to the Vietnam thing. 
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H. Transferring that to this particular school, do 
you think the same kinds of things (would have been I possible) at [name of school]? 
Me. I see this as a more conservative situation, 
and the people—it is not a university community, so my 
perception is that people are a little bit less--maybe less 
tolerant certainly, more conservative--and with that I 
assume less tolerant of people doing what they firmly 
believe in. I have no experience in that, so I may be 
wrong in judging this. But my perception is that I . . . 
H. So you think that if you had a firm conviction 
during this period, and you had advocated getting out [of 
Vietnam] in your class, you would have expected some 
difficulties? 
y 
Me. Yes. . . 
H. Could you characterize the nature of the 
difficulties? 
Me. I think there would have been parent 
complaints. And, also, I must admit that when I have been 
in other school systems, I did not consider myself 
permanent. And that is a whole. . . 
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H. ... and you do here. . . 
Me. And I do here. 
H. That is interesting. 
Me. That is a whole different thing. I think one 
is more apt to—compromise, whatever you want to call it—I 
don't think that you are less passionate. it may be that 
you become less passionate, I don't know. But you see 
yourself as part of a community, and working with and 
listening to. . . 
H. And becoming, yourself, perhaps more consistent 
with that community? 
Me. M-h-m-m. (Me, pages 60-62) 
That there were activities and events that took 
I place throughout America's schools in the post-Vietnam 
I years that drew the ire from a hawkist majority can be 
i documented. In many cases there were activities in which 
teachers engaged that were directly in opposition to the 
I war, but in most cases in this sample these were carried on 
) during the teacher's college years rather than during their 
i early years of teaching. One teacher stated that he was 
i certainly opposed to the Vietnam involvement in spite of 
) coming from a family which was very supportive of the War, 
> and that he therefore took part in very little of the more 
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publicity-seeking kinds of demonstrations. However, he 
made it clear that as he moved into young adulthood and 
into his teaching career, he became more and more convinced 
of the error of the Vietnam War and less hesitant to say 
so. It was relatively rare among those interviewed that a 
position in favor of the war in Vietnam emerged, and then 
it was not always clear when that view emerged. 
H. How did you feel about the Vietnam position of 
the 60's and 70's. How did you deal with that? 
Mi. I was probably very patriotic throughout the 
whole thing, meaning when people talked about pulling out 
and getting out and not doing this and not doing that, I 
was upset. But in retrospect, I can see that should this 
ever happen again, I would probably not be quite as. . . . 
I would not be—I wouldn't to the extent of demonstrating 
that we should get out or something like that, but my 
thinking would be a little different. (Mi, page 93-94) 
Several people admitted that they were not sure, or 
didn't care, or were indeed supporting the war, and some 
had participated in the war, but it was frequently with 
hindsight that they believed it was wrong, and they 
continued to take a stand in opposition to it and indeed 
took that perspective with their students. This appeared 
in several interviews with Social Studies teachers in 
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particular. it is. of course, far less usual for teachers 
in the other disciplines to be discussing the Vietnam War 
With students. The war issue however, left several of the 
teachers somewhat uncomfortable in terms of how they might 
have behaved if they had wished to take action or take a 
stand at that time. 
H. Could you talk about the fact that our entry 
into Viet Nam was a mistake? 
Mes. Yes. 
H. Has that happened? 
Mes. Yes. 
H. Do you ever get any flack from anybody? 
Mes. No, not at all. I have a couple of very good 
friends of mine who are writers. . .and he taught a unit on 
Viet Nam history to upper level classes, junior and 
seniors. . .turning down college because he thought that 
was his patriotic duty to go. . .and how the whole process 
taught him how wrong he was, and how wrong the whole 
situation was. . . 
H. ... How would it be if you had done this in 
your school? 
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; Mes. I'd be very, very different, I think, in my 
school. . . 
H. So you might actually get. . .if you brought 
him down as a speaker, you might actually get some flack? 
Mes. Yes. (Mes, p. 130-131) 
The conscientious objector question drew much less 
response than I had expected. Teachers as a group seemed 
to believe that one could be a conscientious objector, that 
one could teach about conscientious objection; that it was 
possible to invite pacifists to the school or to the 
classroom, and many of them added that they would hasten to 
make certain that "the other side was also represented." 
Presumably this meant inviting someone who was more 
aggressive. or hawkish. or a representative of the 
military. 
H. For example, could you discuss arms reduction. 
Are you in favor of it? Could you. . . 
B. Yes, as a matter of fact, we did. We had a 
nuclear awareness day, and had several speakers in to talk 
about—not reduction--but elimination. And yeah, there is 
no problem there. 
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H. Was that seen as 'one-sided.' 
B. No, because we had.3. 
H. All sides. . . 
B. . . .people from the Navy and people from the, 
you know, Reagan's supporters. . . it was very carefully 
balanced, as a matter of fact, and I am sure that is why 
you know. 
there wasn’t any repercussion. (b, p. 182) 
H. What about conscientious objectors? Do you 
think that they might be considered unpatriotic?. 
Would you get support if you praised the work of 
.conscientious objectors? 
B. I don't think you would get support, that I 
*would. . .1 think I would just state an opinion. (Pauses) 
II don't know at this point. . .probably not. I don't think 
: there would be much fuss. 
H. How about the idea that our entry into the 
'Vietnam war was a mistake? could you say that? 
B. Oh, definitely. (B, p. 193) 
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H. Could you, for example, bring a pacifist or a 
radical to talk to your class? 
V. Yes. I think we are given a lot of freedom as 
to who [m] we can bring in. I think you would need to let 
the students know where that person is coming from, rather 
than not. . . [v, p. 83] 
Similarly, using related topics such as: pacifism, 
or the role of the military in school assemblies or the 
actual visits of military recruiters on school sites and so 
forth by and large drew fairly strong support and that 
support needs to be explained. Several teachers pointed 
out that they believed a career in the military to be a 
positive alternative for many students, therefore it was as 
appropriate for the military to be on-site as it is for 
college recruiters. Others made mention of the problem of 
unemployment and the difficulty of the students in their 
particular school to gain entry into the work force. As 
one might guess, these were teachers referring to the 
poorer students of the regional schools or the inner city. 
It was not generally an attitude expressed by those 
representing the wealthy suburban schools which are, as 
might be expected, geared towards the upper middle class, 
college-bound student. With rare exceptions however, all 
teachers were opposed to having rather colorful and 
dramatic displays and participations of army personnel on 
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the school grounds, indeed, that there were such, often at 
the instigation or insistence of the principals or other 
head administrators, raised an outcry from several members 
of the teaching staff who felt strongly about the 
inappropriateness of such a venture. This apparently was 
sufficient to forestall this type of demonstration, and it 
was not repeated in one particular school. 
H. Could you bring in, and does the school bring 
representatives of the military in for the students? 
V. Yes. there was,. . .and I think that that will 
not be repeated. . . .a few years ago, near Armed Forces 
day, the military recruiters arranged for a real show of 
arms, so to speak. . . .the students were released to look 
at military weapons. But on the other hand, we are having, 
for example, the army recruiter has arranged for someone to 
come in and he is a person who has a collection of Civil 
War replicas and memorabilia. . . . (V, p. 83) 
H. How do you feel about having military training 
in schools, which some people have suggested. 
Mi. We have an ROTC which is strictly voluntary. 
And it is an Air Force Jr. ROTC. Some of our kids have 
been accepted into schools because of their backgrounds. I 
think there is one accepted at the Air Force Academy in 
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Colorado and I think it is a good program. ... (m, 
P. 127) 
H. In some ways it raises a question about the 
appropriateness of this even at the voluntary level is at 
the schools, or the bringing of the recruiters of the other 
forces. How do you feel about that? 
Mi. To have recruiters come in and talk to groups? 
No. I think if they are going to have that sort of 
program, I'd say that it is a Navy ROTC, or an Army ROTC, 
or Marine Corps, whatever. I would think that they 
probably—it would be more acceptable to me to see them in 
a situation where they have only two periods a day. . . . 
Then they have to wear uniforms. I don't think there is 
anything really wrong with this, should we have to choose 
to go in that direction. But some kind of universal 
military training. . . I wouldn't go. . . . (Mi, p. 128) 
H. How about, if there were to be military 
training in the school, how would you feel about that? 
Me. I personally would object to it. I would, and 
I would want to know how that came about—you know, I 
always feel our school is very much in tune to. . . 
'parents have the last say'.... (Me, p. 73) 
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On the other hand, it seemed that most respondents 
were willing to grant that there was a place in the 
assembly or in the recruiting office for the armed service 
personnel providing it was one of many options presented to 
students. Not one teacher in this sample was in favor of 
having military training carried on within the school. 
If we take the attitude towards the military as one 
end of a continuum that could be construed as an indication 
of an attitude towards law and authority, we might also 
look at the other end of that and look at teachers' 
responses to questions that have to do with their 
willingness to criticize officials at the three levels of 
government. There was a great range of responses when it 
came to the question of criticism of the President of the 
U.S.—often criticizing the Supreme Court drew similar 
responses. Many of the teachers, especially from the 
school districts which support a broader curriculum aimed 
at college-bound students said that they had no hesitation 
whatsoever about criticizing government officials at every 
level. 
H. Could you censure the President? Could you 
talk against Reagan? 
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B. Oh, I do all the time. There has 
any reaction. I mean, I do it carefully, 
don't just blast him, but I point out that I 
this policy or that policy. . . . (b, p. 193) 
never been 
You know, I 
don't like 
H. Moving back to more of the local scene—and 
this may have happened—could you be in disagreement with, 
or actually denounce local courts for some decision? 
B. Yes. There was that case of that young man who 
was accused of killing his girl friend in Westfield. I 
made a strong criticism of the way that court case was 
handled. It was a very strong criticism of the District 
Attorney. . . . (B, p. 190) 
H. How about denouncing, let's say, state level 
officials for corruption? 
Mi. Oh yes. It is easy in Massachusetts. . . . 
(Mi, p. 146) 
H. In line with that, could you and perhaps, did 
you, and would you be able to censure let's say, the 
practices of local businesses? 
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Mi. I think so. 
H. In this area that would include, factory 
owners, I guess. 
Mi. M-h-m-m. ... (Mi, p. 167) 
Even those teachers who might not be covering 
topics relevant or related to a critical utterance of this 
sort, stated that they would feel reasonably comfortable 
doing so. Here we find a break that follows more along the 
subject area line than it does school district lines. it 
seems as if the science teachers and, in some cases, the 
English teachers are far more reluctant than Social Studies 
teachers to criticize the President of the U.S. or the 
Supreme Court. Furthermore, they are also reluctant to 
criticize state and local officials. They are even more 
hesitant to criticize local industry or business for acts 
that are either unlawful or in other ways immoral. Most of 
this contingent of teachers tended to say things like, 
"Well it's not my business," or: 
H. Along the line of that sort of thing, could you 
denounce local officials for corruption? 
Me. Well. Again, if it were couched in terms. 
•it seems ironic. that such and such' I would be 
sensitive about that. (Me, p. 87) 
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H. How about if you criticize practices of local 
business men. . . are you aware of some of these. 
Me. I am not aware, but I think the more local we 
get, the more difficult it becomes, and I. . . . 
H. It becomes personal in nature and. . . . 
Me. And I think probably I would have some 
difficulty with that. If I discussed it, and I really feel 
I have been fairly open through the years about talking, I 
would be careful about how I phrased it. And I certainly 
would not use names, I would not use communities, and I 
would put it in a more general sense, hoping that students 
would draw the connection without, uh. . . so I would be 
very careful about that. . . . (Me, p. 93) 
H. Could you turn around, and let's say, denounce 
local officials? 
Mes. Yeah,. . .(laughs). I probably could, but 
again, I really don't think I would. (Mes, p. 124) 
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H. You said you wouldn’t denounce local officials. 
Supposing they were involved in some kind of corruption, 
that was very evident to you. Would you hesitate to do it 
then? would you feel the need for discretion? 
I 
Mes. I would hesitate to do it, unless something 
of a. . .very strong question came up on the part of the 
student, but I really see the function of the teacher is 
not to necessarily pass on strict opinions about things, 
or. . . . (Mes, p. 125) 
Other teachers however, who would be among the most 
^^-ksral on a continuum would feel quite comfortable 
criticizing or critiqueing anyone at any level at any time. 
But then they hastened to add that they would certainly 
plan to do this in a "fair way," in an "open manner," and 
would want to be careful that they were not becoming the 
models of thoughtless, slanderous and libelous characters 
who simply yelled accusations without any evidence. At 
this point, they also often hastened to make sure that I 
realized that they were aware of their function as role 
models for the students. Even when they felt an attack on 
a local business person or a comment about the mayor's 
activity was in order, they felt it might be inappropriate 
in their role as teacher of young "impressionable" 
students. (These were all high school faculty teaching 
students from age 15 upwards.) 
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H. Should they [teachers] advocate in the 
classroom? For adherence to some of these ideas? 
V. Well, yes and no. I think it depends on what 
the issue is. Clear-cut issues of equality, 
justice things that we base our country's—we say our 
country is based on—definitely. Things that might be 
into religious, moral areas, X would say people 
should be very careful about. . . . Young people. . .they 
are very impressionable. (V, p. 74) 
H: Could you be critical of decisions of the 
Supreme Court? 
Me. This is not a religious thing; this is the 
Supreme Court thing. so on this I would be more confident 
about saying. "don't you find that strange?" [to the 
class].... (Me, p. 59) 
H. Would you feel the same way on that issue, if 
you were doing it outside of class? A|because I 
don't. . .1 wouldn't want to offend someone. I would be 
more apt to propose it as something of my own idea there. 
Because I would feel that I was being used as a model. I 
really am very conscious of — or I would like to think that 
I am quite conscious of what I. . . again, that goes along 
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with that idea that everybody is hanging on every word that 
I utter, and that I must be very careful. But I would be 
more apt to talk about it as a personal attitude, outside 
of class. ... (Me, p. 58) 
Another issue related to war and paranoia about 
foreign enemies is that of loyalty oaths. There is a 
considerable literature in both the ACLU and AAUP files 
which deals with loyalty oaths in higher education but the 
same phenomenon, long with us, is not as well documented 
for elementary and secondary education. Beale has gathered 
most available materials. (See Chapter IV) . It is 
noteworthy that in most instances the teachers interviewed 
for this sample were not enormously opposed to the idea of 
stating their loyalty to their country. Nor did they view 
with antipathy or distrust the idea that they be asked to 
do so. A few, who were notably older than most in the 
sample, took vehement exception, however, and were quite 
determined that should the time come that such an oath be 
required, they would stop being teachers or would resign 
from the particular system. It seemed that with very rare 
exceptions the issue at stake here was not seen as so 
crucial that it demanded a demonstrated disagreement such 
as an outright refusal. Others added some reference to the 
fact that if they could not have the job without taking the 
oath, they would no doubt go along with it. 
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H. Actually my question about the oath and pledge 
and so forth, that we talked about before. ... if you 
ever found yourself in such a position, would you refuse to 
take the pledge or an oath? 
Mi. Yes, if the conditions were that I was being 
forced to do this against my will. 
H. So that, for example, if you had to take the 
oath you were referring to before, and told that you would 
not get the job unless you did it, what would you do? 
Mi. Well, it depends upon where I was in my life. 
H. Yeah, okay. That is an honest answer. 
Mi. Right now, I could tell them to stick it, but 
if I was just starting off, I might just have to swallow my 
pride and accept what I had to do. (Mi, p. 175) 
Mi. . . .do they still make you take the oaths? 
H. Well, I was going to ask you about that. I was 
going to ask you how you feel about that? 
Mi. We used to have to stand and take the oath. I 
never said. . . I thought it was ridiculous. If I was a 
Communist I would stand up there and say, "Right on!" 
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because then. . . . I don't know if they still do that or 
not. 
H. Well, would you have any objections if they 
still do this? 
Mi. Yes, I think it is meaningless. 
H. Well, if you had to do it again. Would you 
stand up and simply not say anything. . .? 
Mi. M-h-m-m. 
H. Might you say something about. . . 
Mi. I might not even stand, next time. 
H. (Laughter) Would you say anything about your 
feelings about it? 
Mi. Well, I am sure if I wouldn't stand, they 
would ask me, and I would have to defend my position and 
I'd say it was a dumb thing to do. 
H. A dumb thing to defend the position? 
Mi. A dumb thing. . . 
H. Oh, you'd say. . .yeah, right. 
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Mi. . . .that they would ask you these questions 
because I didn't stand and raise my hand, and say, "yes, I 
am for the Constitution and for the Commonwealth" and 
whatever else we used to have to say. 
H. Do you feel people saying what you did have to 
say, or agreeing to it or swearing to it? 
Mi. No, it was good. 
H. The sentiment was. . . 
Mi. The sentiment was fine, but the fact that they 
are asking me to pledge my loyalty to the country and 
commonwealth just wasn't right, so I. . . . (Mi, 
p. 155-156) 
H. Do you believe that the loyalty oath ought to 
be required for teachers? 
Me. No. (Me, p. 102) 
H. If there were a loyalty oath, would you refuse 
to take it? 
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Mes. Yes. 
H. And how would you feel about the kind of 
response made? 
Mes. I don't know. I really don't know how I'd 
feel about that. 
H. On what basis would you refuse the loyalty 
oath? 
Mes. I think I would refuse it on the basis of my 
rights as an individual to determine my own patriotic 
stance, to determine, to a certain extent, all my own Bill 
of Right type of things, and even dealing with public 
servant type of thing—public institution and. . . . (Mes, 
P. 139) 
At this particular moment in time there does not 
seem to be the same urgency surrounding the notion of 
loyalty, and hence there is not the pressure for public 
officials and teachers to proclaim publicly that they are 
not of the enemy. For this reason this particular topic 
has not aroused similar deep emotional responses with the 
majority of the present group. I think it is possible to 
say that overall the levels of tolerance or the limits of 
the acceptable within the arena of freedom of expression as 
related to issues of pacifism, loyalty oaths, anti-war 
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sentiments, criticism of government leaders and 
institutions and so forth, is in general more open, more 
accepting and more broadly shared among different teachers 
coming from different backgrounds, different districts and 
different disciplines. It is my sense from reading the 
anecdotal material presented by Beale in his study that 
today there is indeed a greater range of acceptable teacher 
behavior in the area of freedom of expression. There is 
also a sense that a broader set of commonly held views and 
practices can be found today. It is certainly an area that 
needs more careful exploration, particularly given the lack 
of geographic range in the present inquiry. 
However, this topic should not be left without 
adding one other dimension to aid in understanding the role 
of the school vis a vis the loyalty issue, and that is that 
schools are formally an arm of the state. It has been 
argued by some that teachers, like soldiers, have 
absolutely no right to question, challenge, or disagree or 
do anything other than act as armies of inculcators. 
. . .certainly a teacher is not paid to go into 
school and teach subjects that the state does not 
hire him to teach as part of its selected 
curriculum.[21] 
Educational freedom is not identical with 
individual freedom. When the teacher teaches he 
represents organized society and not merely 
himself. Once he enters the classroom, he stands 
for both more and less than himself.[22 
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Using this perspective, some believe that an affirmation of 
loyalty to the nation that is asked for is not at all 
unreasonable, given the fact that teachers are state 
employees. This will be explored in another chapter. 
In the arena of politics it appears also as if 
there has been a certain degree of loosening of the bonds 
of restriction, in sharp contrast to the California Supreme 
Court decision that a teacher's advocacy in the classroom 
of a particular political candidate warranted dismissal. 
Judging by the present inquiry teachers may be active in 
politics, run for office, may discuss political issues, but 
it is generally assumed that they will try to present all 
sides in the classroom. Again, their sense of 
responsibility as role model, sense of justice and fairness 
which many teachers believe is central to their role as 
teacher—coupled with their goals for the students serve as 
moderating variables here. Most teachers would agree that 
it is appropriate for them to wear buttons of the 
candidates they support, although they also agree that 
school is not the appropriate place for sloganeering and 
for political placards. They agree, however, that it is 
possible for students to take strong and active interest in 
politics. They appear generally to believe that it would 
be perfectly fine for students to display their own choices 
by means of slogans and signs and personal buttons, etc. 
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It is generally seen as appropriate for people representing 
different parties to come into the schools and participate 
in forums and discussions. It is also agreed that it is 
inappropriate to have only one side or one party 
represented. It is not equally clear what most teachers 
feel about minor parties or other splinter groups. As far 
as these particular teachers are concerned, membership in 
socialist or communist parties is not something that may 
prevent a teacher from being hired in the system or in the 
school. One or two teachers commented about the fact that 
it was A) unnecessary for superintendents or those who were 
hiring to know of one's party membership, and B) that it 
might get a little 'sticky' when it came to being 
anarchists. It was not in general thought to matter 
whether one was a socialist or not, although there was a 
little more edginess in their response to communists. 
It is certainly clear that there is not the same 
degree of resistance to some linkage with the word 
communism, nor the raft of dismissals of those who were 
seen as left wing or radical that took place in post World 
War I or World War II days. Beale's work documents at 
length the instances of teachers reprimanded or indeed 
dismissed. However, he also takes great pains to point out 
instances of support and defense, often in the face of 
major pressure brought to bear by industry, business and 
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highest level government officials. Here again, this 
particular study is handicapped in comparing responses with 
all of the Beale findings, since he noted that it is 
generally in the north and northeast that we find the 
greater liberal direction and the greater ability to 
support tenets of radical political parties. This is 
impossible to delineate in this pilot since we are clearly 
dealing with a small section of a small northeastern state. 
Again, this area needs further exploration. 
In general X think the findings of the present 
study can best be summed up by a quote taken from a letter 
from the Beale book. It was written in 1933-34, and it is 
from a head of a high school social studies department in a 
generally liberal school system of a Chicago suburb who 
writes: "In my own life, and as far as I've observed, I am 
not conscious of checks on my freedom of action. However, 
I am not a communist nor a radical of any kind. If I 
should suddenly become one I know that I would be checked 
by the School Board, the community, etc. that is, if I 
sought to air my views publicly, or in the classroom."[23] 
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Conduct Unbecoming a Teacher: 
Exercising Critical Judgment 
"Conduct unbecoming a teacher," or some similarly 
vague phrase could be found then as now as a proviso for 
possible dismissal. It is therefore crucial to see how 
behavior that diverges from the mainstream in any community 
may be subsumed under a phrase that sounds so reasonable, 
but as discussed earlier, is so much at the heart of our 
concern here. Specifically, what is the role and function 
of a teacher in the school? what is the nature of the 
special relationship of the teacher to the student that 
makes "conduct unbecoming a teacher" often the rationale 
for reprimanding and even dismissing a teacher for actions 
and even thoughts that are not consistent with those of the 
community. 
A Joint Legislative Committee Investigating 
Seditious Activities in the Schools [in New York State] 
proclaimed the following: 
In entering the public school system, the teacher 
assumes certain obligations and must, of necessity, 
surrender some of his intellectual freedom. If he 
does not approve of the present social system, or 
the structure of our government, he is at liberty 
to entertain those ideas, but must surrender this 
public office. . . .The public school. . .must not 
be allowed to spread the gospel of discontent among 
the people. No person who is not eager to combat 
the theories of social change should be entrusted 
wTth the task of fitting the young and old of this 
State for the responsibilities of citizenship, 
[emphasis mine]. [24] 
205 
This is very typical of the attitude, both then and now, 
that is held by individuals, communities, administrators, 
and by teachers themselves. The present study indicates 
that teachers today have somewhat more leeway, but the 
reason for that is probably partly the small sample, the 
place and region of the country where the sample was taken, 
and this particular moment in time, i.e., a period 
following a broader interpretation of fundamental rights 
resulting in extending the concept and also guaranteeing 
its protection for many more people. 
By contrast the Beale volume is filled with 
anecdotes and incidents that would make political liberals' 
hair stand on end. The contrast between Beale's findings 
and those of this study indicate that teachers have greater 
intellectual freedom today than at the time of Beale's 
study. And although there remain many areas where teachers 
are clearly- not accorded the same unqualified freedom 
others enjoy, there appears to be no need today to give up 
intellectual freedom in order to become a teacher. 
H: Could you, for example, censure radicals as 
unpatriotic? Radical activists, for example. 
Me: You mean, could I personally do that? 
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H: Yes. 
Me: No. I could see where that may be very 
patriotic for someone to do. 
H: If you were to support that kind of role for 
some people or behaviors. . . . 
Me: . . .Well, you know, it is what we study in 
American Literature, so it would be hard for me not to use 
that, to say that I would never do that. I think probably 
I would relate it to that which we were working on and say 
that it has historically been a way to make changes. (Me, 
P. 89) 
H: Could you censure radicals as unpatriotic, and 
would you? 
Mes. I would never do that. I probably could, but 
I would never do that. As a matter of fact, I would and I 
have spoken in class in opposition to that. 
H: What might have prompted you to do that? 
Mes. Well, we were doing a unit once, on American 
literature, and we came to the revolutionary time period, 
and I used Patrick Henry's speech—not to try and directly 
compare it to some of the other more contemporary American 
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radicals, who the students are very familiar with anyways. 
But Abby Hoffman at the time had just gotten some publicity 
about his appeal of his trial, and I just made somewhat of 
a small comparison and tried to plant the seed of an idea 
that what if Patrick Henry was an Abby Hoffman type guy in 
his time period? And the students seemed to. . . seemed 
to appreciate that point of view and that perspective, 
although we never really carried that very far. (Mes, 
p. 128) 
Conduct Unbecoming a Teacher: 
Causes for Censure 
In the Beale study there are numerous examples of 
teachers from all over the country who are transferred or 
dismissed or teachers who are reprimanded for "radical 
tendencies," teachers who are not receiving tenure or not 
getting their contracts renewed because of their political 
affiliations. It is well worth noting that Beale's 
evidence seems to fly in the face of his own conclusions, 
i.e., that these kinds of activities tend to take place in 
more of the rural south and southwest as opposed to the 
major metropolitan areas in the north and northeast. Yet 
he goes on at great lengths to document instances that took 
place in New York, in Cambridge, in Brooklyn, in 
Buffalo,. . .all over the northeast and east. The 
dismissal of a teacher who stated in class that Russians 
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had a right to decide their own destiny is a good case in 
point, for it is precisely this kind of guilt by 
implication which. although it may be practiced. is not 
sufficient for teacher dismissal today. 
When teachers in the present study were asked 
questions which attempted to probe for this kind of 
information, it was not clear to me whether they were even 
familiar enough with this kind of restriction to recognize 
it. Thus I was not always certain whether their negative 
answers indicated whether harassment didn't occur in their 
school, or had never occurred to their knowledge, or 
whether they simply had no insight and understanding of 
this issue since they had not been engaged in a historical 
period which would have raised their consciousness about 
this type of incident. Most of these teachers had not had 
to wrestle with loyalty oaths or McCarthy era 
investigations. Whichever is the case, it is clear that 
there is a significant change evident on these kinds of 
issues. Today's teachers have the benefit of legislation 
and Supreme Court decisions with regard to some fundamental 
constitutional rights. This has permitted them a measure 
of security unknown to teachers of Beale's day. And the 
words of the teachers interviewed gave ample evidence of 
that fact. But they also give ample evidence of the fact 
that the phenomenon of wishing to root out divergent views 
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is still very much with us; it has merely become covert 
instead of overt. And for that kind of "conduct unbecoming 
a teacher" all kinds of harassment follows. 
Re: Religious Beliefs 
H: If you were to be an atheist, could you talk 
about the non-existence of god? Would you? 
Me: I could only do it in terms of; 'there are 
some people who believe this'. . . 
H: Okay. If you were to advocate for that. . .if 
you were to say that you didn't believe in the existence of 
god? 
Me: I would be in trouble. 
H: You would be in trouble? 
Me: Yes. Yes. And that would take the form of 
this other thing, you know, there would be parents who 
would call me, or call the principal, and it would go from 
there. (Me, p. 88) 
H: Could you make some statements about your 
belief if it were to include the non-existence idea? Could 
you make some comments that were clearly supportive of a 
non-religious outlook? 
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Mes. I probably could, but I don't think I 
necessarily would. 
H: If you were to do something like that, do you 
think that would get a rise out of somebody? 
Mes. Yeah, I think it might, because the principal 
is a relatively strict Catholic, from my understanding. 
Several of the school committee members are fairly 
religious, from my understanding also. And there is a 
large fundamentalist population,. . .majority, something 
like that,. . . . (Mes, p. 123) 
Re: Non-Conformity 
H: About these people who were fired and then 
re-instated. . .how are they doing? 
Me: I think that both of these people have made 
concerted efforts to—I hate to use the word--conform 
but. . .we all have mellowed. I am absolutely amazed by 
how much we have all mellowed, and looking back upon this, 
at the time when they first came back, which again, I mean, 
they were dismissed the first year I was there, so this is 
some time ago. ... They were out, I think one more year 
while they were going through arbitration and so forth, and 
they were rehired the next year. 
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H: Are they still with you? 
Me. They are still with us, both. As I say, both 
of them have made concerted efforts to sort of. 
H: . . .fit in. . . 
Me: Fit in better. By "better,”. . .you know, 
that is a judgement word. . . (Me, p. 38) 
Re: Teaching Style 
H: Was there ever anyone fired or not given tenure 
at this school? 
V: Early in the age of the school, and it went all 
the way to arbitration, and the arbitrators said that they 
had to take the teachers back because they were not 
responsible [in their manner of] collecting the 
information, and the way they [the teachers] were released 
was grossly negligent on their part and. . . 
H: How did they collect the information? 
V: Observations that were not obvious. Outside 
the door, hearsay material. . . going in and saying that a 
teacher was not respected because in his room some of the 
writing on the desk. . .things like that. As a result. 
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they were forced to keep [reinstate] those teachers. 
P. 61) 
Mes. I was the first in this building to be fired 
from my job. . . 
H: Why was that? 
Mes. Well, there was something like. . . eighteen 
reasons, including such things as sitting on my desk top 
while lecturing a class. . .sitting on a student's desk 
while lecturing a class. You know. . .trumped-up reasons. 
I think part of it [was] because of my general attitude 
about education, [and] some of the methods I used in class 
at the time—I was not ultra-concerned with attendance, I 
was not ultra-concerned with leaving my room with all the 
desks lined up neatly at the end of the day, as the 
principal wanted. . . as the custodians wanted. The 
custodians at the time, seemed to have more say in the 
things than the teachers did. . .certainly had more things 
to say than my department chairman at the time. I had said 
to other teachers who apparently told somebody else, who 
told the principal. . .or the vice-principal. . . 
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H: Was that in part true? That you said those 
things? 
Mes. Yes, yes. Part of them. I would say things, 
and this comes partly from my method of teaching a class, 
where I believe firmly in the devil's advocate type of 
method. . . . OK, where you might say something or other 
outrageous, just to get people's mental juices flowing, and 
to get their reaction. And then slowly building up and 
trying to (voice cross-over) and I do that with some 
teacher groups. . .individual teachers, sometimes. 
H: Did this firing take place after you had 
tenure? 
Mes. No, before. 
H: Before. So. . . 
Mes. My second year. . .the end of my second year. 
H: The end of your second year. . . So. . .you 
couldn't defend yourself very well? 
Mes. No, but with the union's backing, I grieved 
it and got my job back. 
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H: Ahha. Do you believe in tenure? 
Mes. I really don't know. . .if i do or not. 
I've thought about that, a little bit. Because of what 
happened to me, I could. . .1 see how easy it is for an 
administration, a superintendent, to drum up excuses which 
they call reasons to fire someone when they want to fire 
someone—for whatever reason they want to fire someone. 
Tenure protects the individual against that kind of 
behavior, . . .And for that reason I think that tenure's 
valuable. (Mes, p. 38-39) 
H: How were you notified [that you were to be 
fired]? 
Mes. The principal. . . . When I was first 
informed of being fired, the principal called me down—a 
month before the state-mandated deadline—they have to 
notify teachers that they're either rehired or 
fired—otherwise, they're automatically rehired. The 
principal called me down, and says, "I don't think that the 
school committee's going to rehire you. . .this might be a 
good time to send a letter of resignation." And I said, 
"Thank you for the information. I'll think about it." A 
week later he called me down again and says, "I don't think 
the school committee's going to change their mind. If you 
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send a letter of resignation, then we can give you a letter 
of recommendation." I said, "Pine, thank you. I'll think 
about that. A week later. . .the same thing, I said, 
"Fine, thank you. I'll think about it." 
H: So this took place at least three times? 
Mes. Yes. 
Hs The school committee, presumably, hadn't a clue 
about this at this point. When he said, "The school 
committee's isn't going to rehire you," this was totally 
based on the fact that he was going to. . . 
Mes. The school committee hadn't a clue. I 
think—I don't know, it was never specified—but I suspect 
that there were complaints, about me. . . 
H: By him? [principal] 
Mes. I don't know if they were by him, by his 
students, by student's parents. I don't know—I think, 
perhaps, some of everyone. 
H: And the school committee spoke to you, did 
they? 
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Mes. No. The superintendent, however, did observe 
one of the classrooms. 
H: And did he speak about his observations to you? 
Mes. No. 
H: . . .share anything with you, or say anything? 
Mes. Well, after I'd been fired, then I got a 
written report, a written observation. 
Hs . . .is that not part of something that you 
could legally request before the firing? I mean, if 
someone comes in and observes you, do they not owe you an 
explanation for what they observe? 
Mes. Sure. 
H: They never gave it? 
Mes. No. 
H: Did the principal observe you? 
Mes. Yes. 
H: And then he never shared any of his deductions 
or observations? 
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Mes. No. . .when he gave me one classroom 
observation, nothing was written from it. However, I 
received a written observation from him, from other 
observations he made of me, which were, you know, passing 
in the hallway, going by my door. (Mes, p. 60-62) 
Hs • • .it appeared that the superintendent had 
some other reasons that you might not have shared—but that 
would have made him more supportive of you. And yet. 
Mes. Well, I did not respect authority, the way he 
apparently wanted me to. I did not demand authority in the 
classroom, as perhaps he thought I should—as he thought a 
veteran would be doing—I did not treat the students as a 
drill instructor, as I think he expected. (Mes, p. 67) 
H: If you were to do that, if you were to talk in 
general terms, being critical of things that everyone knows 
are going on here--would that get you into trouble, now 
that you're a tenured teacher? 
Mes. No. No, it would probably just confirm some 
conceptions of me. (Laughs) 
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H: Are there some other ways in which life could 
be made miserable? 
Mes. Yes, by duties being assigned. . . the worst 
type of duties. 
H: Is that what happened? 
Mes. Yes. 
H: Has it continued? 
Mes. Not for a long time, but it could happen by 
the luck of the draw this past quarter. I think it was 
just luck of the draw. . .the first two years when I first 
came back, a lot of things were happening like that, yes. 
(Mes, p. 76) 
Re: Union Membership 
The questions having to do with labor and labor 
unions, and membership and support of labor unions did not 
raise an eyebrow or an ounce of emotion. Today it is 
generally accepted that teachers can belong to unions, that 
they may take an active role in the unions, that they can 
publicly state positions with regard to unions, that they 
take part in demonstrations and, although not legal, have 
taken part in strikes—at considerable peril. Today's 
teacher may have difficulties over contracts, etc., but few 
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if any problems remotely resembling those experienced in 
Beale's time. Then one had difficulty even getting a union 
point of view expressed in the textbooks which did not 
present any discussion of labor as a force or as a movement 
in the nation's history. Teachers were severely 
reprimanded, punished and even dismissed for indications of 
labor sympathies. 
H: Is the teacher's membership in the labor union 
seen in a positive or negative light? 
Me. I think it is seen as a negative. 
H: Is that because of a power situation that 
results? Or, because they don't feel teachers are 
appropriate in labor unions? 
Me. I think they. . .1 think they see teachers as 
being public servants, committed professionals who ought 
not to participate in that way. (Me, p. 95) 
H: Do you belong to the union? 
Me. Yes. Very very much. I am a member of our 
union because I feel I am part of a community, and that is 
one way I support that community. I am very much—and I 
have been active in the association, again, out of duty. 
If I belong to this, then it is my turn to be on the 
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negotiating team. . .it is my turn to do this. But I have 
real problems with supporting—simply because somebody is a 
member of that union supporting someone's case, saying 
yes, this person should be defended here because the 
contract has been broken in this situation," knowing how 
often that teacher has broken that contract at. . .it is 
very very difficult. I think it is difficult for a lot of 
people, but is very difficult for me. I. . .struggle with 
that a lot. Not to the point that I would stop being a 
member, but it's difficult. (Me, p. 12) 
H: [discussing the appropriateness of the 
"we-they" feeling resulting from strike propaganda] 
Mes. I'm all for it. . .that kind of split between 
labor and management,. . .school teachers and school 
committee—primarily because, even though we are a small 
faculty where I teach, there's still a large enough group 
where you don't get that nice cordial relationship between 
school committee and teachers' association. You always get 
the antagonism, especially with the contract here. (Mes, 
p. 104) 
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H: Are you active in the [State] Teachers' 
Association? 
V: I have been quite involved with the [State] 
Teachers'. I am the immediate past President of our local 
association, and I represented our association at a number 
of the annual meetings, and was just at the special meeting 
that was called two weeks ago tomorrow for dealing with 
educational issues ways that the [State] Teachers' want to 
impact what happens in the legislature now with so many 
^iffer©nt proposals. And I have done negotiating here with 
the association. That has probably been what I have been 
most active in recently. It takes a long time to. . . 
H: When you say "negotiations," do you mean 
contract negotiations? 
Vs Yes. 
H: Are you then part of the team or a sole 
spokesman? 
V: No, I am part of the team. . . . (V, p. 26) 
H: Does everyone here belong to the [State] 
Teachers' Association? 
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V: This year? Yes. 
H: Is that unusual? 
V: M-h-m-m. We have had usually one or two people 
who haven t because we entered this year with no contract. 
The people, two people who had not been members both felt 
that solidarity was the important thing. . . . 
H: . . .Could you censure the activities of labor 
union leaders in class? And have you? 
V: Generally, what I have done with that. . . Of 
course I feel that we have none? we've not taught labor 
history. Our textbooks are very poor on labor 
history. ... (V, p. 64) 
H: Do you belong to a teachers' union? 
B: No, it's called the [name of town] Education 
Association. We're not allowed union membership. 
H: You're not. . . 
Bs And we're not allowed to strike, it is illegal. 
H: Now is this by contract with [name of town]? 
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B: Actually, I think it is state law. There have 
been strikes in [name of state] but, as I am sure you know 
from [name of town], the consequences are horrendous, and 
our union pretty much abides by that. It is a professional 
organization, more along the lines of the NEA than the AFT. 
Hs Now, is this [town] group part of the 
state-wide group? 
B: Yes. Yes, we affiliate with MTA and NEA. When 
you buy a membership you get all three. (B, p. 29) 
H: Do you feel that teachers should join the labor 
unions? 
Mi: Should? 
H: M-h-m-m. 
Mi: Yes. If they choose, yeah. 
H: If they choose. You wouldn't insist that. . . 
Mi: I have been—no, I wouldn't insist on it. 
which brings to mind something that's in this current 
contract--you knew about agency fees? (Mi, p. 172) 
224 
^ ^ interesting that that has come up, and is 
now part of the contract negotiations. 
Mi; If it does go through, I would immediately 
drop out of the organization. I will not join any 
organization. I will pay my agency fee which would be less 
than union dues are now. . . . (Mi, p. 173) 
H; Do you believe that labor is underpaid? 
Mi; Well, not necessarily. I no longer—I think 
that aspect of unionism that sought to increase the wages 
of labor has run into a saturation point where the only 
thing that happens is that you add to the inflationary 
problems of the country. 
H; Is yours an unpopular position, do you think? 
Mi; Yes. 
H; If you were to say it, either in the lunchroom 
or in the teacher's room or the classroom, would you get 
repercussions? 
Mi; Yes. 
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H; Really. 
Mi: Yes. 
H: From what source? 
Mi: The other teachers. in the classroom—I might 
even hear it from parents. 
H: Has that happened to you? 
Mi: Well, it has with the teachers because I have 
voiced this not to a large group of people, of course, but 
to some people, and they let me know that they think I am 
absolutely stark-raving. . . . (Mi, p. 174) 
This last interchange is an ironic contrast to 
Beale's repeated observations that teachers were not even 
permitted to show sympathy towards labor or labor unions. 
H: How did you feel about Reagan's firing the air 
traffic controllers? 
Mi: Okay, now this is going to be contrary to what 
you are expecting. 
H: I am not expecting anything. . .in 
particular. . . 
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Mi; Okay. I was completely in favor of it. I am 
a union man. My father helped to organize unions? he 
fought with the best of them; he tipped over the trucks and 
he set fires—he did everything like that. Well, I am 
certainly not that kind of a person, but it is in my 
background. I am a union person, and I think unions were 
at one time very very necessary, but I think they have far 
outlived their usefulness. They have gone way beyond the 
bounds of what they originally set out to do. (Mi, 
p. 105-106) 
H; But you did believe in that [local] 
strike. . .and you did participate in that [local] strike? 
Mi; There was no choice, I don't think. I mean, 
just force yourself as a human being. . .if you had to go 
out on strike. 
H; So that strike to you was very different than 
the air traffic controllers. 
Mi; No, it wasn't. 
H; It wasn't. . . 
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Mii We could have been fired for the same 
thing—we were insubordinate, we were breaking the law. 
(Mi, p. 106-107) 
H: So, to you there is a continuum, and what you 
are saying is, that even though you had to strike as a 
human being, the fact that it was against the law 
overrides. . .[emphasis mine] 
Mi: I think so. . . 
H: I see. . . 
Mi: Yes. I was very uncomfortable on strike. The 
only reason I—God forbid I should say this—I might have 
been a scab like some of these other people had I not had 
the background in labor that my father and family had. 
(Mi, p. 107, emphasis mine) 
Attitude Toward Organized Labor 
Today's influence of labor on schooling was simply 
not to be imagined at the time of Beale's writing. That 
labor would have the kind of influence and control over 
teaching as we have seen develop over the last fifty years 
was inconceivable. What must be added at this point is a 
retrospective which, I think, sheds a good deal of light on 
attitudes held by teachers and others, whether they are 
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sympathetic to labor, or even are members of labor unions. 
It is an attitude similar to what became evident in 1825, 
when Robert Owen advocated schools which would prepare 
students for democracy and proposed a design for schools 
which would accomplish this. [25] That it was the very labor 
movement Owen represented that defeated those platforms is 
indeed ironic. But the reason was that labor did not 
believe that Owen's proposals led the way to get one's 
share of the American pie, i.e., the "goodies" of the 
wealthy. This same sentiment is restated by Beale in a 
very succinct manner. It is helpful because it presents a 
perspective into present day beliefs and attitudes and 
behavior of teachers. The lack of interest in social and 
political issues and general apathy displayed by most 
teachers with regard to issues of academic freedom which 
was often noted by respondents during the course of the 
interviews then and now is perhaps best understood by 
reading Beale's words in response to his assessment of the 
proceedings of the American Federation of Labor and his 
findings; 
To question general economic or social theories, or 
practices, is dangerous. To criticize specific 
evils in the economic system is worse. This has 
been true not only in communities controlled by 
large business corporations. It has been true in 
most American schools. The farmer and the small 
town merchant, the clerk and the mechanic have in 
general been just as disturbed over the expression 
of doubts about our business and social system as 
have businessmen themselves. All these men feel an 
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interest in the stability of the economic and 
-In- America men who are getting 
nothing like their just share of the goods of this 
world fear that, if confidence in the system is 
shaken or changes in it are wrought, they may get 
even less instead of more. Besides, most men hope 
someday to win for themselves a larger share of the 
profits of this system. in the meantime, they 
worship the success of the man who has acauired 
great wealth. [26] 
It is precisely this attitude that I found 
prevalent among the teachers in all of the different 
schools, albeit with varying degrees of intensity. There 
is no question about the similarity between Beale's time 
and the current period in this area. The social order as 
we know it, is American. . .is all-American, and the 
sentiment is that this is the way we have succeeded in the 
past, and this is the way we will succeed in the future. 
To question these principles is seen as vaguely 
un-American, probably "radical" and "communistic." Beale 
described the restraint on teachers who questioned labor 
practices. Those who attempted to describe the more 
unpleasant and seamier sides of economic life of the 20's 
would certainly not have had their contracts renewed in 
most schools. 
Let it be hastily added that the social environment 
and training of most teachers has been such that 
they have no desire to do any of these 
revolutionary things but are content merely to 
drill into children the unreal formulae of the 
textbooks. Teachers on the whole have thought as 
little of questioning as have the communities they 
serve. The important factor is that teachers who 
do have an interest and an awakened social 
230 
conscience are not allowed to give vitality to 
their teaching or social influence to their school 
by discussing the economic and social implications 
of industrialization.[27] 
He, too, reported what I found, which is perhaps 
only a little less severe at this time, i.e., teachers 
cannot or perhaps will not discuss or criticize business 
practices or labor conditions or other kinds of problems of 
local concern, such as pollution by local industry, or 
other behavior on the part of leaders in the community that 
does not meet with the high moral standards teachers are 
expected to uphold. This was especially evident in the 
unwillingness of several teachers—one in particular—to 
criticize local corporations for their role in polluting 
streams and lakes in the area. And although the fact that 
so many would not comment does not ipso facto, mean that 
they can not, their words and their behavior while 
responding to these questions left little doubt that some 
degree of fear and anxiety was the cause. 
Open criticism of local or regional business or industry or 
of the employment practices of local businesses is 
sensitive, an activity from which most teachers tended to 
refrain—wisely, they felt. Other topics such as the use 
of drugs or alcohol, homosexuality, sex education, and so 
forth drew a wider range of responses. 
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Alcohol, Drugs, and Other 
Personal Matters 
Alcohol use is no longer prohibited by law as it 
was during some period of Beale's investigation. At that 
time it proved to be such a touchy issue that teachers were 
practically disenfranchised on the topic. They were not 
allowed to discuss it; they were not allowed to participate 
m public forums in any way—perhaps for fear of bringing 
negative political forces into play which might adversely 
affect school appropriations. The NEA convention in 1931 
voted almost unanimously in favor of the status quo, i.e.. 
Prohibition, and then proceeded to prevent any discussion 
of the question, as reported in the December 5 th, 1931 
issue of the journal. School and Society. Today, however, 
the question of alcohol, no matter how it was asked, 
brought forth little comment other than, yes, you could not 
appear in school so incapacitated by drink that you could 
not responsibly teach. There seemed to be no restrictions 
on alcohol or attitudes towards alcohol. 
H; Would any of the following be problematic? I 
am assuming that things like smoking cigarettes in school 
is done in specified areas. What about smoking marijuana 
at school. Would that be a problem? 
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V: Oh sure. 
Hi Something would be done? 
V: Yes. 
H: How about away from school? What if it were 
known that a faculty member smoked marijuana at parties in 
private homes? 
V: It would. . .depends on how it would become 
known. If a faculty member were arrested, either for 
possession or something like that? if someone. . .1 know we 
have younger faculty members who do, or have. . . If that 
is simply known, I don't think. . .it's a problem. 
H: What if it's drinking? What if the person is 
known to engage in fairly wild parties. . . . 
V: Ah. . . 
Hi If it was well known among the faculty? 
Vi Alright, there's a possible price for that. I 
think as long as they're functioning well in the classroom 
it's okay, but if they're coming to school, you 
know .well 
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H: What if the person were picked up for drunk 
driving? 
V: I doubt much would be done. Drinking is for 
adults, even though drinking and driving is not legal. 
Drinking for adults is legal. (v, p. 77) 
H: Can you smoke marijuana in school? 
Mi: No. 
H: Can you do either of them away from school? 
Mi: Who would know? 
H: Supposing it were known? somehow or other word 
got out that you were. . . . 
Mi: Yeah, this could be a moral. . .this could be 
brought up as a moral issue. 
H: Really. 
Mi: I think so. 
H: Has it? To your knowledge? 
Mi: No teachers that I know of have ever been 
involved. I am sure they do it, but they don't get 
involved in that kind of confrontation. 
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H: What about drinking? 
Mis Well, we have had some alcoholics here, 
but. . .they came in blind every day. They were 
transferred to another school, that's all. 
H: They couldn't be fired? 
Mi: They weren't. 
Hs They weren't? 
Mi: One in particular, who would just make a fool 
of himself day after day. Caused all kinds of problems. 
He was rarely where he was supposed to be; he was always 
half in the bag. He blamed other teachers for his 
shortcomings. I had to face him in the study hall, and I 
covered both study halls almost every day. And when they 
finally confronted him with this, the solution was to 
transfer him to another school, provided he would agree to 
go to a detox center, you know. He has somewhat 
straightened himself out, but he was not fired. 
H: Could someone, under the contract be fired for 
that? 
Mi I don't think so 
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H: So you really have to become totally 
incompetent in the classroom. 
Mi: [Person's name] was about as totally 
incompetent as you could find, really. (Mi, p. 215-217) 
H: How about smoking marijuana? 
Me: I perceive that they feel that is illegal. . . 
unless you were doing it with students. Not, that I 
believe you would be. . .you would be told that that 
shouldn't go on, I am assuming. But off school property I 
think. . . in a sense that is, that the cops will take care 
of that. (Me, p. 120) 
H: What about drinking? Does that draw the same 
kinds of reactions? 
Me: Yes, and I perceive that it's probably more 
acceptable than marijuana, you know, just given the fact 
that one was legal and one was not. (Me, p. 120) 
H: Do you believe that marijuana ought to be 
decriminaliz ed? 
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Me: I. . .no. I. . .that's a hard one for me, for 
lots of reasons. And I do not have any personal kind of 
experience or way to talk about this, really. But I think 
no. 
H: What if you were to advocate for that? 
Me: There would be all sorts of fall-out. 
H: Again, fall-out from the source that you 
suggested before? 
Me: I suspect, and simply because we have a—we 
have done a lot in terms of drug programs, and health 
things. that would just be totally out of the mainstream 
of our philosophy and what we try to do in curriculum, and 
so forth. So I would see it as being really a big 
problem. . . . (Me, p. ) [emphasis mine] 
Me: . . .To go back to the marijuana thing, I am 
not at all uncomfortable about having students make 
speeches about that, and [to] play the devil's advocate if 
they say no. . . so I am not uncomfortable. . . . (Me, 
p. 103-104) 
237 
H: HOW do you feel about decriminalizing 
marij uana? 
Mes: I would support that, with the reservation of 
treating it something like alcohol abuse. 
H: Would that position be generally supported? 
Mes: I don't know. . .1 don't think so. (Mes, 
P. 143) 
H: Could a teacher smoke cigarettes in 
school—could they smoke marijuana in school? 
Mes: No. 
H: Could you smoke marijuana away from school? 
And could it generally be known? 
Mes: I don't know about that, I suspect not. 
(Mes, p. 152) 
As can be seen from this line of questioning, the 
topic of drugs drew a kind of parallel to the prohibition 
question of the 1920's in that it was clear that teachers 
understood the difference between something that is illegal 
as opposed to a practice merely disapproved of. In spite 
of how they felt about it personally, many respondents 
expressed a feeling similar to that expressed by the 
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anti-prohibition forces of the 1920's i.e., they saw a 
better way of controlling a difficult, potentially 
dangerous substance but did not wish to participate in 
public debate for fear of adverse reaction in the 
community. 
Re:Sexual Orientation 
and Sex Education 
The greatest parallel in responses between the 
Beale study and this one came from answers to the questions 
on sex and sex education. There were in Beale's time only 
a few so-called progressive schools which gave instruction 
in what was then called sex hygiene. It was adjusted to 
the different ages of the students. Beale comments that in 
most of the schools this was a forbidden subject. Birth 
control and what was then called companion marriage could 
not be discussed, even in these schools, not even in the 
older classes. Teachers who did not share the generally 
accepted views of the times were instantly dismissed and 
declared "unwholesome" influences if they voiced their 
sentiments—even when away from school. In some states sex 
education was expressly forbidden by law. Responses from 
today's teachers were fairly uniform among those polled in 
this sample: teachers should not engage in discussing what 
several called sensitive subjects? that some kind of health 
class dealing with family and/or sex education is 
available, but it is deemed woefully inadequate by all. In 
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fact, these teachers see sex education as crucial to 
bringing down the high teenage birth rate. Several 
deplored the naivete of the community unwilling to face the 
reality of late middle or early junior high school 
youngsters being already fully engaged in sexual activity 
while adults continued to believe in the detrimental effect 
of sex education classes. Although the word "unwholesome" 
is not used today, it might as well be in terms of the way 
sex education is perceived by many communities. Several 
teachers indicated that some kind of birth control 
information is taught, or that they teach it, or that it is 
part of a unit on reproduction taught by the biology 
teachers. Crucial questions of values and morals are 
clearly side-stepped. One single teacher spoke about birth 
control with a sense of urgency, saying that she believes 
the students must have access to this information, and she 
provides it. She happened to be an English teacher. She 
was the only person who stood out in this small sample of 
teachers who felt this need as her personal 
obligation—that she felt it enabled her to do something 
positive to help her students--even though she realized it 
could potentially cause severe reprimand, if not dismissal. 
It was this particular issue i.e., sex education 
that sometimes led teachers to bring up incidents of 
censorship. One teacher reported the removal of the 
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bathing suit issue of Sports Illustrated from the library. 
Another told about the "flap" that occurred in a nearby 
town with the use of sections of the book, our Bodies, 
Ourselves, for sex education in a high school class. 
H: You mentioned birth control before; is birth 
control something you can talk about in class? And do you? 
Mi; Not so much anymore because—I don't 
know—they're tenth graders, I'd say about 100 kids in the 
class. Monday I had 53 out of 108 absent, but of those 
perhaps ten to twenty of them are mothers. God only knows 
how many of the boys are fathers, but these are kids who 
are tenth graders who are talking about their children at 
home and how they have to stay home and take them to the 
doctor, and so on. There's less--it is less easy to talk 
to a group like that about birth control than it would have 
been, let's say, ten years ago. Ten years ago I would have 
been an advocate of birth control. 
H: . . .is anybody talking to them about birth 
control? 
Mi; I think there is a program in the Home 
Economics department. [Name of teacher] who teaches it, 
says it has to do with the family. Everything that has to 
do with the family is discussed, and I am sure that is part 
of her program. 
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H: Now, many of these kids, I am assuming, are 
single mothers? 
Mi: oh, all of them. (Mi, p. 97-98) 
Mi: We had one girl here who came back to school 
in September and left in March to have a baby by her 
father. She never got out of the tenth grade; she had 
finally started back to school. It's always the woman who 
has to pay the price. And I think that the minority people 
are~~°kay, let me make that more concise—I think with the 
blacks it is almost a culturally accepted fact of life, the 
proof of parenthood, the virility of the male, the 
capability of the female to produce a child. I think it is 
a cultural aspect. Now, to some extent I think that may be 
true of your Hispanic community, too. We're talking about 
a lower, socio-economic group. We're getting something 
where that is an acceptable part of their life. 
H: Do you see it as an imposition of another 
cultural value to talk about birth control to these kids? 
Or do you think it should be done? 
Mi: Oh yes. It should be done long before. I 
mean these kids. . 
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Mi: It may be an imposition of middle-class 
cultural value but I think it is a necessity. 
H: Is there a general support for doing something 
in A) among the faculties and B) in the community? Is this 
an issue everyone is skirting? Could you get up on the 
soapbox about this if you were so inclined and get general 
support? Or not? 
Mi: . . .1 mean you couldn't make it a rational 
issue, I mean it is too emotional and the other groups 
would say, "Mind your own business." What you are saying 
about the facts is something that you are imposing 
on. . .that they really don't want. (Mi, p. 98-99) 
H: What about birth control? How do you feel 
about it? Would you talk about it in class if it ever came 
up? 
Mes. Well, personally, I'm for birth control. 
. . .the topic has come up for discussion several times in 
the last four years or so. Most of the time only one or 
two of the students would seem seriously interested in 
discussing the topic. And most of the other kids will be 
joking about it in a chauvinistic way. Now we try and keep 
it serious among the kids, but then again, I would not give 
my opinion. ... If I would 
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give my opinion, it would only be after we discussed it for 
a little while. 
H: Would there be problems about offering your 
opinion? 
Mes. I don't think so. 
H: Okay. What if you were seen, let's say, in a 
picture on the front page of the newspaper, marching in 
opposition to the Human Life Amendment. 
Mes. I don't know. . .I'm sure one or two things 
might be said to me on a personal basis by a couple of 
faculty, but I really don't know if. . . . (Mes, 
p. 114-115) 
H: Is there sex education required here? 
Mes. The health section is required—the sex ed is 
on a voluntary basis. I think the way it goes is that 
they're all scheduled, so if any parents complain, then the 
kid is taken out. 
H: If you were to say something in class about the 
fact that you think it's important that everyone have that, 
would that get you into trouble? 
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Mes. No, I don't think so. (Mes, p. 146) 
H: How about birth control? 
V: I feel that that is an issue that needs to be 
dealt with in the schools. And I feel that I don't know 
that the social studies classes are quite the place to be 
doing that. But I think that it is something that needs to 
be discussed. Students need to not only know what is, but 
why they should be talking about responsibilities. In 
fact, this morning in the local area we're talking about is 
the family right now, and I just told them, "you know," I 
said, "you need some place to be learning about 
responsibilities of parents and of marriage partners." But 
I don't really feel that that's. . . where we don't have a 
course that is specifically for the family. Now that may 
come up in the Relationships course. 
H: I was going to ask you about the Relationships 
course. . . 
V: It may come up there, but I think somewhere in 
schools we need to be really dealing with that. 
H: Well, if you were teaching the Relationships 
course, would you take a position on that? 
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V: I think so. 
H: What might that be? 
V: I believe that these students should have 
knowledge of everything that is out there. And also 
develop some sense of responsibility. I have just had a 
fifteen-year old leave my tenth grade class. she is 
probably five months pregnant. She is not getting married 
to the boy who is the father. She is going to keep the 
baby. I really hope that as we deal with the family, we 
can in some way in that class even get a sense of. . . . 
We discussed this morning the kind of responsibilities that 
you have toward a child, and I am hoping that they are 
thinking, are they ready, is this girl ready to assume that 
responsibility? In a way I am sorry this has come up after 
she has left, but this is where the unit was planned. 
Because I don't think she has any sense of the kind of 
responsibility she is getting into, and in a course like 
Relationships such a discussion would be more appropriate. 
H: How about abortion? 
V: I feel that women have the right to make a 
choice. We do discuss it in current events whenever it 
comes up, at whatever grade, but that is one I don't take a 
stand on. 
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H: Given your position on birth control, and the 
obvious articulate position taken with regard to 
information, have you had anybody object to. . . 
V: No. 
H: At any time in your career teaching history, do 
you recall [any objections?] 
V: No. (V, p. 35-37) 
H: How do you feel about birth control? 
Me. I believe in birth control. I have used birth 
control. I certainly, in principle, have no difficulty 
with that. I have some difficulty with the effects--what 
happens [medically]. . . 
Hs Would it be something that you would feel 
comfortable discussing in class, including your position? 
Would you advocate for it? 
Me. I would not--that is interesting. When I was 
in [name of town], that was just the time of . . . the 
whole beginning of the Zero Population movement, and I made 
no bones about being part of that. I wouldn't. . .1 sense 
that I would be more careful about that now, partly again, 
I think that I have known both communities fairly t i  
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well. . .this is a very Catholic student body that I am 
dealing with. I would not feel comfortable. I feel more 
inhibited here, and I would not feel. . .1 would talk about 
birth control. ... I wouldn't be opposed to talking 
about it if there were. . .1 would be reluctant to advocate 
it. 
H: Would you be uncomfortable if there were a 
rally [in this town] or a march against the Human Life 
Amendment and you were seen there? 
Me: No, I feel fine. . .you know, I would 
participate in something like that in the community. (Me, 
p. 64-65) 
H: Could you talk about birth control—do you 
believe in it? Could you talk about it? 
B: Yeah, I could talk about it. . . . 
H: Could you advocate for it? 
B: Yeah. [from p. 114: I would not advocate that 
in class. I would not speak against it, either.] 
H: Could you be involved in--let's say—« 
pro-abortion stand? 
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B: That might be a little touchier. There's a 
very strong Catholic element. I don't think I would do 
that. 
H: So you probably wouldn't demonstrate against 
the Human Life Amendment. 
B: No. 
Hs You think that would be problematic in terms 
of—even if you did it outside of school? If you were in, 
let's say, in a march in Boston, and your picture ended up 
in the [name of town] paper. . . 
B: Well. . . 
H: Something might be said? 
B: Yeah. 
H: By whom? 
B: Probably it would start with the 
Superintendent's Office, I think. You know, parents or 
someone who saw it, who were opposed to that position. . . 
H: What would the superintendent's response be, do 
you think? 
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B: To support the parents on that issue. No, no 
support. I think what would happen is that he would make 
the teacher aware that there was this concern, and then ask 
the teacher to justify his actions. 
Hs Supposing you answered that this is your 
private business, and this is something that you feel 
strongly about and this is on your own time, and you never 
discuss the subject in class, or even in school. And, when 
students ask you, you answer that this is something that 
they should discuss with their parents. But if [it] so 
happened that you were snapped in the parade, or in the 
demonstration, and you ended up with your picture in the 
paper. 
B: I think he would probably support the teacher 
in that instance. Especially if it was something that was 
not discussed in class, he would support the teacher's 
right. . . . That is the feeling I have? it has never been 
tested. (B, p. 180-182) 
Re: Personal Behavior 
The teacher's personal life is generally seen as 
that person's private life. Although words like 
"discretion" and "good judgement" permeated the responses, 
teachers' private and personal activity is no longer as 
severely circumscribed as it was in Beale's day. A good 
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example is the so-called companionate marriage of Beale's 
time. Living together as we know it today, has become 
widely acceptable, in fact, in most places it does not 
appear to raise an eyebrow except in some small, 
traditional communities. It is not something that is seen 
as an obstacle in being hired or in being tenured, nor does 
anyone expect to be attacked for such a practice by the 
community. 
H: Do you believe it is okay to live together 
without being legally married? 
Mi: Oh yes. 
H: Have you said as much in class? 
Mi: I don't know if it's ever come up. I don't 
think I would go out and say, "By the way, my opinion on 
this is thus." but. . . 
H: If you said it. . . 
Mi: If it came up, would I say that? I doubt it. 
H: If you were to say it, might there be some 
repercussions? 
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Mi: It wouldn't be so much that I would be fearful 
of the repercussions as to the fact that [name of 
respondent] said this to a kid, and he was almost 
advocating a way of life that. in reality, he sees as the 
ruination of society, let's say. 
H: I see, so it is on a much more personal 
level. . . 
Mi: Yeah, I think so. . . (Mi, p. 197-198) 
 
••••••••••••• 
H: What about committing adultery? 
V: I would assume that nothing would be said. 
H: Are there people who live with members of the 
opposite sex who are not married, as far as you know? 
V: No, they [administration] do not want it, but 
you know. . . as long as it's not in one of the 
communities. No, now, I shouldn't say that. Yes, we do 
have someone who's living in one of the communities. 
She. . .1 don't think she feels good about it. . .but she 
bought the home before, and. . . 
H: As far as you know nothing has been said. 
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V: Nothing has been said. 
H: What if two members of the same sex lived 
together, and there were. . . 
V: I think most people in our community would be 
naive enough not to make anything out of it, and if someone 
did put a definition on that relationship, I think other 
people would be very quick to—we do have a number of very 
young people who share apartments with—and I don't think 
anybody would question whether those relationships are 
apartment sharing or more. 
H: What if someone became the subject of un-proven 
charges of immorality? 
V: I don't. . .1. . . 
H: Could you keep a job? I understand there is a 
situation going on now with a counselor. . . 
V: Well, it depends. . . 
• ••••••••• 
V: I am not sure that would be a problem. but I 
think if it involves a student it would be very 
quickly. . . . And even an older student. 
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H; What if it was unproven? 
V: Well, I think there might be things, if this 
surfaced and was being discussed. I think it might be some 
handling of it until proof or none. 
H: So, someone might be, let's say, suspended for 
^ Period, or something like that. Supposing it wasn't 
proven and. . . 
V: I would say probably. . .1 just don't. . .1 
think our communities and our school committee are still 
very touchy about marijuana, drugs, things like that, but 
they're not equipped to look at other things. (V, p. 77, 
78, 79) 
H: Is it problematic for people to live together 
who are not married? 
Me: I don't think so. We have teachers who live, 
you know. . .we have people on the staff who are not 
married and who live with people. Now, whether that is 
widely known, I have no way of knowing, but my perception 
is that would not be a problem. (Me, p. 112) 
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Homosexuality 
Attitudes towards homosexuality have also been 
affected by the expanding concept of respect for a 
teacher's private life, although to a much lesser degree. 
It is for some teachers a much more highly charged issue; 
they tended to add to their comments that this is indeed a 
"personal bias" of theirs, and/or an explanation that they 
see this kind of position as not consistent with the rather 
more liberal configuration they realized they had been 
presenting to me via their responses to the rest of the 
interview questions. Although there is more openness and 
probably acceptance of homosexuality and lesbianism than in 
Beale's day, this is by no means universally so. 
H: Would you oppose having atheists or homosexuals 
in public office? 
Me s. No. 
H: Have you been known to state such an opinion in 
class? Would it cause a problem? 
Mes. I don't know—homosexuals probably more than 
atheists (laughs). 
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Hs Is there a lot of talk about it? 
Mes. When you're dealing with teenagers, teenagers 
are always uptight about their sexual identities, 
and. . .yeah, there's always something said about 
homos. . .gays. . .fags, or whatever, by some elements and 
by most of the students. It's probably those least secure 
of their sexual identity. (Mes, p. 142) 
H: How about the fact that a number of people have 
said that it is dangerous to elect homosexuals to office. 
Could you take that position? 
Me. No. Oh, no, I couldn't take it personally, or 
in class. 
H: If you were to take it in class, what kind of 
fall-out would you get on something like that? 
Me: That it were dangerous to elect? Well, again, 
my perception is that there would be a few parents 
who. . .who would protest at that. I perceive that that 
may be quite a common attitude in the community. (Me, 
p. 93-94) 
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H: Would you oppose, or would you take a stance 
with regard to opposing jobs for homosexuals? 
Me: I would not oppose that, and I certainly could 
discuss that issue. (Me, p. 108-109) 
H: [Would you have trouble being fired or keeping 
your job if. . .] What if you were a homosexual? 
Me. I hope the same thing could be said, that is, 
as long as you are not telling the class that that is 
something they should do. . . I don't know. I have often 
thought of that. Given the type of community I perceive I 
am in. I think it would be—I think what you did outside 
of class would be your business. What you did in. . .and 
so forth. I don't know what would happen if, for example, 
if two faculty members lived together, of the same. . .who 
were avowed homosexuals or lesbians. I somehow. . .sense 
that would. ... I don't think it would be. . .it would 
be frowned upon, it would not be something that the 
principal would like to have happen. 
H: You respond quite strongly for the principal. 
Supposing there were two people living together, and it 
became known that one of them was very active, and 
demonstrated in the movement's gay rights parade in [name 
of town]. Might something be said by the school committee? 
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Me: I honestly can't imagine it, but you know, I 
think I am probably living in a different world. it hasn't 
happened. 
H: What might be said by fellow teachers, and 
colleagues? 
Me: Oh, I think there would be snickering. There 
would be some—there would be pockets—and I think most 
people would not; most people would not. And that reflects 
the kind of community make-up, too. There are those who 
would be very righteous that anything was being said, those 
who would be snickering and saying all sorts of things, and 
most people being in the middle, not saying anything. (Me, 
p. 118-119) 
H: How do you feel about electing homosexuals to 
office? Do you feel there is a problem with that? 
Mi. I still have hang-ups about that. No. I 
don't know how to express it, if they could only—gee, I am 
really looking at it from such a heterosexual point of 
view. I can't really handle it too well. Electing to 
office. . . I am sure that there have been many who have 
done their job, and have never been involved in any kind of 
scandal, or scandalous behavior, or behavior that has made 
their effectiveness—or diminished their effectiveness. . . 
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H: Okay. Could you take your position comfortably 
in the classroom? In the school? In the community? 
Mi. Well, my position has changed somewhat, but I 
think so. 
H: When you say, "I think so, " is it that you are 
not sure? 
Mi. Well, I would feel first of all that I might 
be dealing with homosexuals sitting in front of me [in the 
classroom], and I wouldn't like—at this age level — to, I 
don't know, to harm them in some psychological way. 
H: Okay. How do you feel about sharing this 
position with other adults, let's say, among the faculty? 
Mi. I would have difficulty because I am probably 
not as opposed to homosexuality as they are in hiring or in 
electing to office. (Mi, p. 170-171) 
H: [Would there be a problem in being fired or 
kept in a teaching position if. . .] How about male 
homosexuals? You mentioned them before. . . 
Mi. This is a problem. This is a serious problem. 
I think that would create difficulties. 
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H: If someone were hired and it became known 
later, would they probably find some way of moving the 
person out? 
Mi: yes, because they have the freedom to assign 
you to any school that they choose. And they would move 
that person to an untenable situation if they think you 
might be queer. 
H: Would the same hold for a lesbian? 
Mi. I am not sure--maybe not. 
H: M-h-m-m. That's interesting. 
Mi. I don't think that that is as flagrant, or it 
doesn't appear to be as flagrant as a male practicing 
homosexual. I think—no, let me go further—it's maybe 
even more—less frowned upon by society. At least, this is 
the way I would feel about that. 
H: You mentioned the word, "practicing." Supposing 
someone were practicing but not known to be practicing, but 
was simply known to be a homosexual. 
Mi: Well, we have had one right here in the 
school, that is why I am saying this. 
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H: I see. 
Mi. The mean—I mean you couldn't find a nicer 
person in this school and yet he suffered a great deal 
from some of the other teachers who never let him forget 
it. And then, of course, he came in one day with a wedding 
band on, and it created stir. But he was such a decent 
person. I enjoyed talking to him, and yet he was a 
practicing. . . 
H; And he left? 
Mi: He left for Westfield State, and he taught 
there quite a while. He was in an accident in June, and I 
went to see him at the hospital. 
H: M-h-m-m. 
Mi: And the room and the corridors were loaded 
with kids. And they all knew who he was, and what he did, 
and how he lived his life. It was completely 
un. . .immaterial, you know, irrelevant because he was such 
a terrific person. 
H: And parents never spoke against him, or 
anything? 
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Mi: Not that I know of. Because he left of his 
own accord to get a better position. . . He was an 
excellent teacher. 
H: But you are almost 
kind of a superior being 
[homosexuality] off. 
saying that you have to be 
to be able to carry it 
Mi: Oh yes. If you look the wrong way, if your 
physical make-up is not good, or something, I think it 
would cause problems. (Mi, p. 212-214) 
H: [Do any of the following activities present 
problems in being hired or kept in a position?] How about 
practicing homosexuality? 
V: I think that people personalize what they do 
outside of the professional sphere. I don't think it is 
necessary for a person to go into a classroom and make a 
big statement about where they are, their sexual 
preference. Neither do I expect people to go into a 
classroom and come on strong for all sorts of heterosexual 
activities either. 
H: Let's take one of those kinds of situations. 
Supposing we were talking about demonstrations. Supposing 
someone was involved in the gay rights march. 
262 
V: They are—well, that would not bother me 
because I feel that they are making a statement about the 
work. . .the people's rights to have equality. And many of 
the people who are involved in that, are not homosexual 
people, but people who supported people's rights to be who 
they are. And I would hope that no one would suffer 
any. . . consequences. . . (V, p. 75) 
H: How about if one were a lesbian? 
V: Oh, I think if it were known, there would be 
some problems. 
H: Is that the same for male homosexuals? 
V: More so, probably. 
H: Why [do you think so]? 
V: Just from picking up comments and things. Not 
at the administration level, but at the other teachers' 
levels they [the men] had a problem dealing with a young 
man that they had here who was Cuban by nationality, whose 
wife was a doctor, who took a parenting leave when their 
baby was born because she needed to go back to her 
practice. . .people had trouble dealing with that. And 
there were questions about his masculinity. 
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H: Really, among the men? 
V. And the fact that he was a very gentle, 
charming, kind, you know, the Cuban, Latin kind of 
suaveness. Charmingness with women tends to be a kind of 
Latin kind of thing. 
Hs Did the men and the women equally have trouble 
with this? 
V: No, only the men had trouble. (V, p. 90) 
B: . . .1 don't know if you're going to get to 
this, but I have a feeling that if any faculty member were 
a known homosexual or a lesbian, they would be drummed out. 
H: Yes, I was going to ask that. 
B: Oh, okay. I think that's a much more touchy 
issue. (B, p. 168) 
Homosexuality was at the same time an issue that 
some teachers were completely unable to respond to, because 
it seemed to them so foreign. A comment that came up over 
and over again was, that they didn't think anyone would 
know or care about a candidate's sexual preference and thus 
he/she would not be discriminated against in hiring. I 
generally needed to indicate that the candidate might be 
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known to have taken a public position or might have been 
engaged in public demonstration for gay rights. At that 
point most teachers became somewhat more hesitant. If this 
were so, they stated that the teacher's private rights as a 
private individual would be honored. . .but then hastened 
to add that of course they didn't really know this, and 
hoped that this would indeed be the case. In some 
instances other teachers made comments about the fact that 
there were several gays on the faculty, widely known by 
everyone, but that these people did not make a political 
issue of the fact that they were gay. 
Attitudes Towards Minorities 
Attitudes towards minorities and blacks in 
particular brought forth some insight into the difficulties 
schools and teachers had experienced during court-ordered 
desegregation. Here we move far away from the findings 
that Beale encountered. Without exception teachers 
answered freely that they not only did, but could advocate 
for socializing and mixing in both political and social 
situations with blacks, Hispanics, and/or other minority 
groups. (Blacks were mentioned specifically in the 
interview in order to assess the racial issue which Beale 
describes at length.) Both Beale and some of the earlier 
researchers showed this to have been a prime topic 
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about which teachers felt constrained in both speech and 
behavior. 
Re; Religion 
In the arena of religion we find some very 
interesting parallels. It appears that unwittingly Beale 
shares with us a perception of his own when he says, "So 
strong is the determination not to allow religion in any 
guise to enter the schools that teachers lived under a new 
kind of restriction. The absence of religion from schools 
by no means indicates that religion is not a problem." He 
indicated that there appeared to be a great deal of 
indifference on the part of different populations, 
particularly in urban areas, but also hastened to alert us 
to the fact that there was certain to be a flare-up if 
someone with a different religion would attempt to impose 
some elements of belief in schools. The agreement that 
teachers must not in any way become involved in sectarian 
issues, seems to be well re-echoed fifty years later. 
Every teacher, regardless of his or her own background— 
which ranged from agnostic to believing and frequently 
practicing members of various groups of the major 
religions, felt that this was a very highly charged and 
sensitive area. They spoke in one voice when they stated 
their beliefs, i.e., they had no right to enter this domain 
and when it occurred, they must be extremely cautious in 
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order not to inadvertently hurt the sensitivities of one of 
their students. 
Other similarities to the period Beale studied are 
startling. The same demands for Bible meetings, for prayer 
meetings, for prayer recitations, and so forth, were going 
on at that time and have, today again become the topics of 
daily newspaper articles, television programs, legislative 
activity and court cases. 
Academic Freedom 
Curriculum 
Related to concerns about patriotism and curriculum 
content have been attitudes towards American's history and 
its heroes. There seemed to be a general consensus among 
teachers that the dethroning of old American heroes or 
bringing them into perspective as human beings rather than 
heroes is seen as positive—indeed most applaud and welcome 
it. This is in spite of or sometimes in addition to their 
bemoaning the fact that today's young people have no heroes 
worthy of emulation. Several commented sadly that today's 
youngsters seem to be enthralled by a totally different 
family of heroes such as those in the entertainment world. 
The rewriting of history and the reinterpreting of 
America's position vis a vis particular events seems to be 
accepted by most and ruefully acknowledged by some as shown 
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in responses to questions about Vietnam and frequent 
subjects in current events classes and often in books. 
H: Can you defend North Vietnam's position? 
V: Well, I find it in teaching, if you just teach 
the facts of what is there, and let them speak for 
themselves—don't really. Unfortunately that's another 
thing, we don't really get into that very heavily. Our 
course on the Far East might allow more. . .we have just 
purchased during the last two years eighth grade texts that 
include the Vietnam period. Our texts were ending in 196 8 
when we were right in the middle of that, and no text was 
writing about it. Our high school texts are still probably 
ten years old and don't do much with that. 
H: How do you handle that? 
V: Well, hopefully the teachers who get to that 
point in American History—and it is a push to get through 
a whole book—do bring in outside material. I have a 
feeling that most people are teaching it from whatever 
perspective they hold. 
H: Do you get a sense that that is varied? 
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V: Oh yes. 
H: And are these positions coming across in the 
classroom? 
V: Probably. 
H: But you have had no questions or comments from 
anyone about this? 
V: No. (V, p. 72-73) 
Teaching About Diverse Ideologies 
The crux of the argument about open and free 
discussion of competing ideologies is not new to 1984 . 
Many have lived through periods of time when fear and 
paranoia gave rise to restrictive legislation, loyalty 
oaths, book banning and perhaps even curriculum 
proscriptions. Many of the teachers of today are not 
personally acquainted with the chilling effects of a 
Senator Joe McCarthy and the House Un-American Activities 
Committee on every kind of freedom in America. Here too, 
we find a refreshing change. There is much evidence of the 
unavailability of materials and the riskiness of teaching 
about competing ideologies in the Beale study. The fear 
and anxiety of the post-world War I days was still very 
much in evidence. It is both reassuring and disturbing to 
consider the findings of the present study. Today's more 
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open and seemingly more informed teachers and 
administration appear to support free inquiry, at least 
insofar as it is concerned with equal time and 
understanding of the facts surrounding topics like 
socialism and communism. Anarchism is never mentioned 
anywhere, and communism is delineated carefully, that is, 
if it is taught or mentioned at all. The impression I have 
from the teachers is also that the degree to which they 
engage in this discussion in their teaching has much to do 
with the academic context and climate in the school, with 
the educational background of the parents, and with the 
objectives of the education that they want their children 
to have. In general it is clear that a much more 
sophisticated level of study of the social studies was 
taking place in the wealthier suburban areas. In most of 
the other schools teachers as much as said that they wished 
not to discuss some of these more complex questions because 
they believed the students lacked the "mental ability to 
deal with complexity.” 
H: [Have] you dealt with a topic like communism? 
B: Oh, we do that all the time. 
H: Aha! 
B: No problem. 
H: Is there ever a question about the materials 
you used to teach it? 
B: No, we use the Communist Manifesto. In Russian 
History we have a very fine book by a German historian—it 
is translated into English. We use Cedric Smith's book. 
The Russians, so they get a pretty good balance. I 
mean—they get Marx, and then they get Smith having lived 
in Russia recently, and then this historian's view. 
H: How would it be if you expressed a very 
favorable view of communism? 
B: Well, I have. No problem. 
H: What if you were to let's say, advocate for 
some communist ideas, outside of class and maybe outside of 
school, for example, if there were, let's say, a Soviet 
position—a position that you were supporting openly. . . 
B: There might be a problem there. I think as 
long as you talk about it in intellectual terms in an 
academic setting, it's okay. 
H: What if you were a party member? 
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Bs No, I'm sure. In fact, we had to sign a 
loyalty oath. . . 
Hs In your school? It still exists? 
Bs I don't know. I don't believe it does now, but 
when I first came, we had to sign to uphold the 
Constitution of the State of [name of state] and of the 
United States of America. 
H: So if it was known that you were a Communist 
party member, chances are you A) wouldn't be hired, and B) 
you probably wouldn't keep your job? 
B: That's right. I think so. (B, p. 166-167) 
* + ** + + •••••••••••••••••••••• 
H: What about an issue like socialism. Is that 
something you have talked about? 
Mi: Socialism? Well, to teach it is part of some 
other subject area. . .comparative. . .you know, socialism, 
communism, conservative forms of government, reactionary 
forms of government and so on. I think I do that 
periodically if the topic comes up. (Mi, p. 89) 
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H: What about communism as a topic for discussion 
in class, or out of class? 
Mi: Well, we have touched upon that. And with 
these kids, now, X have said that, in some cases perhaps 
the concept of democracy working in some Third World areas 
is an impossibility, and that other systems may succeed. I 
khink 1 have not actually said that in some cases communism 
may be the best choice. I have said socialism, a very 
dynamic kind of socialism. No, we discuss it. It is an 
open topic. (Mi, p. 92-93) 
It is important to note the growing awareness among 
teachers concerning their rights, as can be seen in the 
following exchange: 
H: Would a teacher have trouble if it became known 
you were a communist after having been hired? 
Mi: I am sure. 
H: What about an anarchist. 
Mi: Probably they'd have trouble. 
H: Pacifist? 
Mi; No, not today. 
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H; Military men or women? 
Mi; No. 
H; How about conscientious objectors? 
Mi; I don't know if they even have the right to 
ask. . . 
H; No they don't. . . 
Mi; . . .some of these questions. I mean if you 
were hiring somebody, I don't think they would have the 
right to do this, consequently this would not be known. 
But if it became known—well, I don't think a conscientious 
objector would be as much problem as an anarchist or a 
communist or a fascist. 
H; How about fundamentalists? 
Mi; Well, if they didn't do their thing, if they 
just you know, came in like anybody. I mean, I don't 
preach Roman Catholicism. If they came in and just let 
things go, if they were expressing their opinion, they'd 
label it as an opinion. I don't think they'd have any 
problems. . . . (Mi, p. 211) 
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H: How about something like socialism? 
V: When that comes up in government class. That 
come up in history class. And interestingly enough, I 
find it very easy to talk about it—to indicate certain 
areas that especially I feel we could at least look at in 
this country. And very often the students feel that, too. 
In fact, the last time we were talking about this with the 
class, one of the students said, "why don't we have 
socialized medicine?" 
H: How do you answer that? 
V: Well, I just point out that our government has 
not seen fit to consider that, and perhaps that that is 
coming because of opposition from the medical profession. 
But it is interesting, the medical area—one area that they 
really think would be very appropriate. . . 
H: What about communism? Do you discuss that, and 
what are the students' responses? 
V: Well, first of all I try to get them to see the 
communism is an economic system, and that they need to 
separate that from a totalitarian government, and we 
usually do do some things with”—well, in some of their 
courses they do study communal groups, or at least groups 
that we assume really appear communistic, such as the 
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Indians—so we do try to deal with the differences, and not 
to—and get away from the idea that a communist government 
has to be totalitarian situation, and to separate the 
repression that might occur with a certain kind of 
government from an economic system. ... 
H: Really. So their response is positive towards 
the principle involved, but then when it sounds like. 
Vs A label. . . 
H; They back off. 
V: They back off. Which is kind of interesting. 
H: To what do you attribute that? 
V: I think conditioning of the culture. Communism 
is such a bad word. . . (V, p. 43-44) 
H: [Would there be problems in being hired, or 
keeping one's position?] 
V: Oh, I am sure there would be some difficulty. 
H: That would bring out some emotional response? 
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V: I think so. 
Hs What if it wasn1t known at the time the person 
was hired, but it came up later? 
V: I think as the person became known, it would 
depend on the discreteness with which that person presented 
themselves, but if they went into a classroom with strong 
pitch, I think there could be problems. Once the person is 
known and had gained some reputation as an individual. . . 
H: I see, that would then counter-act. . . 
V; Counter-act. . . 
H; . . .any of the stereotypes and biases. Would 
the same go for socialists? 
V: Probably. (V, p. 93) 
H: . . .something like the 'American adherence to 
the United Nations'—is that something you are likely to 
take a position on? 
B: Oh yes. 
H: And do you discuss it in your classes? Do the 
students discuss it? 
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B: No, that is a topic which would come up in u.S. 
II. In u.S. History I, which is colonial history, we 
wouldn't have occasion to think about that. But when I 
taught U.S. II, we did talk about that. 
H: How was the student response to that question? 
B: In favor of it. 
H: So that is really not something that you would 
label controversial. 
B: No. Not at all. 
H: Not at all. What about socialism? 
B: No. No, I think that is not controversial 
because of ignorance. And I don't know enough about it to 
really take a stand on it. I mean, if students were 
interested in it, I would refer them to materials to 
study. . . . (B, p. 149) 
Mes. I've never had any question from a student 
come up in class about participation in the United Nations, 
or anything else dealing with the United Nations. So if it 
did come in context of something we were working on, or 
whatever, I would certainly encourage some kind of 
discussion of it. 
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H: Would that be problematic in any way? 
Mes. I don't think so. 
H: What about an issue like socialism? 
Mes. I'm not a socialist at all—I used to think I 
was somewhat of a social democrat type and started leaning 
a little bit more towards socialism. With socialism I 
would encourage any kind of discussion of that--but the 
problem that I have with my students is that they are so 
limited in their knowledge or awareness. Seems that 
anything dealing with socialism that they might want to 
discuss, or any opinions they might have, are the old 
Yankee dyed-in-the-wool prejudices against communism, not 
against socialism. . . .I've tried to discuss it only from 
the point of view of sharing knowledge and information 
about socialism, and distinction between that and 
communism, the distinction between—to a very limited 
extent, between communism and Russia. And the students, 
for the most part, don't really care. (Mes, p. 91-92) 
It is important to note the excessive restraint 
that many teachers experienced vis a vis teaching or even 
discussing diverse political ideologies but it does not 
compare to the period Beale studied. He spoke extensively 
j| 
about the repeated dismissals of teachers who attempted to 
set up more open inquiry in their classrooms. His succinct 
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commentary illuminates the considerable problems of the 
period. 
It is significant in this matter of social and 
economic questions that a teacher never gets into 
difficulty over propaganda in favor of the point of 
view of Big Business. . . in short, for 
indoctrinating children with conservative economic 
and social attitudes. (Beale, p. 166) 
It was said publicly that it was the duty of a 
teacher to support the status quo? if he could not, he 
should get out of the schools. (This sentiment came from 
an interview with Abraham Lefkowitz, vice-president of the 
American Federation of Teachers, July, 1934) 
The journal. The Nation, frequently protested the 
censoring of teacher's ideas. 
Whether the views to which the superintendent 
objects are defensible or indefensible has nothing 
to do with the case. . . . For petty officials 
to tell our teachers what to think and how to speak 
when outside of the classroom is to dig the grave 
of the free-school system and to deal a most 
dangerous blow to the American republic.[29] 
The Lusk Laws (after New York Senator Lusk) of 1921 forbade 
teaching not only the overthrow of the organized government 
of the United States, but the overthrow of any organized 
government. In a very real sense this went to the core of 
the concept of American democracy which was born in 
revolution. These laws were passed by the New York State 
legislator during the period of hysteria that followed 
world War I. The passage of the laws had much the same 
effect as did the establishment of the House Un-American 
Activities Committee in the period following World War II: 
it resulted in a spate of investigations and persecutions. 
There were loyalty oaths, examinations of qualifications, 
and the bringing of charges. 
The test established is not what the teacher 
teaches, but what the teacher believes. . . .[30] 
[The bill] "limits the teaching staff of the public 
schools to those only who lack the courage of mind 
to exercise their legal right to just criticism of 
existing institutions,"[31] 
As is often the case in this kind of context, the 
intimidation that followed the passage of these laws was in 
some ways far more effective at accomplishing Lusk's goal 
than dismissing those who did not meet his criteria for 
loyalty, etc. The investigations that abounded frightened 
teachers into adopting the trappings of the local brand of 
approved loyalty, thus bringing everyone in line, whereas 
outright dismissals tended to cause counter-demonstrations. 
Roscoe Pound, then Dean of the Harvard Law School, wrote in 
School and Society: "In the United States today it is 
hardly too much to say that punishment for the harboring of 
unorthodox economic and political views is more sure and 
more swift than punishment for murder. "[32] The important 
their rights as question of the role of teachers vs. 
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individual citizens was finally addressed in 1934 by the 
classroom teachers group of the NEA in a carefully toned 
down manner: 
We reaffirm that teachers are citizens and should 
have the rights of citizens and as educated men and 
women should make every effort to be informed on 
the pressing social and economic problems and 
should furnish the leadership so vitally needed in 
their respective communities. [emphasis mine] [33] 
As we have seen in this chapter, today the matter 
of freedom and restraint has been substantially resolved in 
some areas of the personal, more intimate aspects of the 
lives of teachers but remains a persistent dilemma in most 
others. 
Contrasts and Comparisons 
Before leaving the findings of this study it is 
useful to highlight general similarities of these two 
inquiries into the freedom of American teachers. For just 
as Beale said about his own work: 
It soon became obvious that the problem of freedom 
in teaching could not be made clear by simple 
description of cases of dismissal. More subtle 
violations of freedom are far more important. 
There are hundreds of these for every one of 
dismissal. . .the problem varies from era to era 
and from community to community, from one type of 
school to another. No understanding of the problem 
of freedom can be attained without thorough 
knowledge of the forces that dominate the schools 
and form the public opinion in which the schools 
must operate. Even the fundamental purposes of 
education are inextricably bound up with the 
problem of freedom. The vastness and 
many-sidedness of the subject became an 
overwhelming difficulty.[34] 
Indeed, this author can only agree and cite the 
evidence. And like Beale, I found the project to be far 
more complex than I had envisioned. There are other 
similarities and differences between his study and this one 
which should be mentioned. 
The Larger Issues 
Much of the Beale material came from variety of 
scattered sources such as local newspaper files, clipping 
collections, correspondence and personal interviews. The 
primary data used in the present study is from personal 
interviews, although materials from newspapers, journals 
and court cases has been used throughout. And like Beale, 
I found some difficulty stemming from the fact that so few 
teachers have had sufficient training or done enough 
thinking to grow out of conventional community opinions and 
to realize that there might be a problem of lack of freedom 
at all and perhaps there is no problem for some. One of 
the most striking revelations of the study was the small 
number of teachers even aware that they might not be free 
to differ from community views.[35] 
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At first it seemed as if this would create a 
serious problem in the present study because of the small 
sample. The above noted phenomenon was definitely present 
but not as dominantly as I had anticipated, probably in 
part due to the manner in which the teachers to be 
interviewed were selected, as described in the methodology 
section. 
In many cases it had not occurred to the teacher 
that his own and community's view of the matter 
could be open to controversy at all. in other 
cases the teacher had never heard of the social, 
economic or political problem under discussion and 
did not know what was meant by it. Thousands of 
teachers are utterly uninformed and unaware of 
anything outside of their textbooks and the 
minutiae of small-town life.[36] 
I could not have written a more accurate 
description of what I found, but I found it partly through 
the words of my respondents, most of whom did not fit that 
description themselves. To a large extent the manner in 
which these teachers were selected, i.e., by word of mouth, 
may account for that sharp difference. Although they were 
generally unaware of the nature and purpose of this study 
except in the most general terms, they were not only 
willing but often eager to be interviewed. And although 
this may merely reflect their positive response to someone 
interested in them and their beliefs, it may nevertheless 
place them in the small percentage of those concerned with 
themselves, frequently larger issues. Indeed they. 
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commented about their colleagues' apa thy and lack of 
knowledge and interest in the topics about which I was 
asking. 
H. Do people talk about them (larger issues)? 
M. They don't talk about that kind of stuff. 
. They talk about their recipes for this or for that, 
about coupons from the newspaper. They behave more like 
housewives than teachers. 
H. How about the other men? 
M. The men on the faculty behave the same way. 
But they spend most of their discussion time talking sports 
. . . .professional sports, sports at school, and more 
sports. (p.97) 
H. well, what about the all-American interest in 
politics? Doesn't exist? 
M. No, it doesn't exist quite as much. If it 
does, then it's again, a mentality. . .my perception. 
Their discussions are in the same mentality as the super 
bowl games. (p.98) 
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H- * * • y°u obviously have much care and 
concern for your students. 
Do you also have the desire to talk about your 
feelings? 
M. Not as much as the other teachers seem to do. 
The other teachers seem to do it in a gossipy-type fashion. 
• • • • (p.100) 
These and similar comments from most of the 
respondents would lead me to agree with the overall Beale 
finding that the majority of teachers are uninformed and 
usually quite unaware of issues of this nature; that they 
are completely involved in their own subject areas and in 
their own personal lives. 
It is worth noting that the Beale effort included 
faculties in schools of education. He indicated that many 
members of schools of education faculties seem to be as 
unaware of these controversial issues as the school 
teachers he interviewed. Since my study does not include 
any members of higher education faculties of any kind, I am 
simply not able to say whether this opinion would be 
corroborated. I do believe, however, that given the 
faculties at major schools of education today, a 
considerable different finding would emerge. Nevertheless, 
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it needs to be demonstrated and is thus one of the several 
major areas that could be targeted for further 
investigation. 
Limited Perspectives 
Beale's ambitious investigations of specific 
incidents also included talking to administrators. He made 
an effort to get at various sides of the same incident but 
admitted defeat. He found that it was difficult to get 
people to talk; it was very difficult to corroborate 
evidence and furthermore, he found that many 
individuals—administrators included—gave a great deal of 
lip service to the cause of freedom, yet were unable to see 
other sides or other principles at stake in the incidents 
under discussion. 
In my own much more limited investigation, which 
did not include administrators, I did find that not all 
teachers saw a particular situation as a restriction of 
personal or constitutional freedoms; in fact, some teachers 
saw a particular incident as a ' tempest in a teapot. ' 
However, it was not my objective to try to track down 
specific cases and try to investigate how different parties 
viewed these, therefore this information appeared only 
coincidentally, but frequently enough so that it verified 
Beale's experience. 
Like Beale, 
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I found a number of teachers who 
replied that they felt completely free and then belied this 
by answers to specific questions. Some teachers saw only 
good around them: 
H. . . .In general you feel pretty comfortable 
about the kinds of support. -p 
V. I think so. Yes, I don't feel threatened by 
anything. And I'm probably not as cautious as maybe at 
times I should be. You know, sometimes I forget that. 
. . But I've never been called on the carpet for it. 
(p.95) 
Beale also found many teachers too loyal to their 
school or community to admit to any faults - a phenomenon I 
also encountered. 
. . . .average teacher is conventional minded 
that he, like the community, honestly feels that 
the unconventionalities of the teacher whose 
freedom is denied should really not be 
tolerated.[37] 
Beale also points out the difficulty of assessing 
the veracity of information. Jealousies and exaggerations 
often appear, and not infrequently there are personality 
clashes. He and I both encountered overwhelming 
similarities in teachers' responses and especially in their 
behavior in response to more probing questions. In general 
they tended to demur from being specific or from naming 
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names. Most of the teachers who responded with specifics 
or even the ones who responded with only vague 
generalizations or references to situations that were 
"touchy" tended to ask repeatedly what this material was to 
be used for, what was the purpose of the study and 
requested to be reassured of anonymity once again. 
B. (laughter) I just realized I am telling you all 
this on tape and my name's on there. (laughter). (p.67) 
B. Maybe it would be better for me if you didn't 
talk. 
H. Well, that's really why I'm asking. 
B. Yeah. Well, I hadn't realized how deeply 
affected we all were by this experience. . . . As a 
result of these two grievances I as well as many of my 
colleagues became paranoid. We simply ceased to talk to 
one another for fear that our words would be held against 
us. Just every day conversation, and after-. In fact, 
I had a few queasy moments after I talked to you, realizing 
that not only was my voice on tape but my name was on tape, 
and you know, I thought, "Oh, if that got in the wrong 
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hands. ...» you know, that could really mean serious 
problems for me. And then I thought, then I had this 
feeling. . .that at last I said how I feel and nobody can 
fault me for the way I feel. Maybe they can create a 
situation. . .they will either set up a situation to fire 
me, or I would have to leave because things became 
unbearable, but I at least had the opportunity to 
express in a reasonable way some very strong 
feelings. . . . -either man would tell you that it is 
none of your business; where did you get this information 
and demand to know. . .things like that. (p.131-132) 
H. I was going to ask you. . . if you felt 
strongly about something the School Committee or the 
Superintendent or the Principal was doing. . . would you 
feel comfortable writing a letter to the editor about that? 
Mi. No, I wouldn't. 
uncomfortable. 
would feel very 
H. For fear of the kinds of things that you 
mentioned before. . .? (p.129) 
Strangely enough, it was only those teachers who 
seemed to be aware of some examples of harassment or 
restraint or who were even sensitive to the issue of 
freedom who were also the ones able—or perhaps willing to 
articulate how an administrator could make life miserable 
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for the targeted teacher. it was never the teacher who 
seemed to feel quite comfortable and unaware of any 
restraints who was even able to answer probings such as the 
following: 
H. What would happen? What would make you think 
twice? What might be the result of your.? 
Mi. Well, fear of losing my job. 
H. How could that happen if you have tenure? 
Mi. . . .1 could be transferred to another school 
in the system. Now, as bad as this one may be, maybe 
they'd transfer me down to a junior high school. . .that is 
worse than this perhaps. I could go down to the. . . 
(school in undesirable neighborhood) or something like 
that. And that would effectively punish me. . . . 
H. What other means of punishment are available? 
Mi. Well, the principal could give me the worst 
classes. They. 
H. Really? 
Mi. And they could say it was incompetence, or 
insubordination, or something like that. ... 
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H. They couldn't actually fire you. 
^* Very difficult to fire a teacher in the State 
of Massachusetts, in the Commonwealth of Massachusetts. 
H. But you can engage fairly easily in these 
other. . . . 
Mi.in all these again. 
Beale's commentary sums up other similarities: 
Teachers on their part were likely to be completely 
indifferent to the author's undertaking. Many care 
nothing about freedom or a study of freedom and 
want only to draw their salaries with as little 
effort as possible. Many do not know they are not 
free and will be happier never to discover it. 
Many others are interested to the extent of 
complaining a little but not enough to fill out a 
questionnaire or to write a brief note providing 
some specific piece of information. So strong a 
human trait is procrastination that many teachers 
with the best intentions in the world just never 
got around to supplying the material that they 
fully intended to send.[38] 
Not only did I encounter the same problem with a 
pilot questionnaire sent through the mail prior to 
embarking on the interviewing, but also from those few who 
offered additional materials. [39] Only when I had set up 
specific appointments could I be certain of gaining the 
information I needed. Beale also mentioned the enthusiasm 
he encountered when discussing his study with groups of 
teachers. I, too, received enthusiastic response to my 
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planned investigation from several sources and especially 
from the National Council for the Social Studies. Indeed, 
the NCSS had chosen the theme of academic freedom for their 
annual meeting in 1983. They are especially eager to know 
the results of this study. 
Enthusiasm 
But unlike Beale, I found that I was greeted with 
great enthusiasm by individual teachers. Everyone I 
contacted, with one exception, was willing, often eager to 
speak with me and enthusiastic at the conclusion of what 
turned out to be very long and extensive interviews. Many 
of these lasted four, five, or even six hours, thus often 
requiring two or more visits. Many said that they were 
happy to have had an opportunity to think about these 
important issues which were clearly meaningful for them but 
to which they had not had the time to devote such extensive 
thought. 
H. Well, I have really enjoyed this tremendously. 
I hope you have, too. 
Mi. I have. I have solidified a lot of thinking 
that has been, you know, just there but never expressed. 
(p.232) 
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kept it within me. This is the first 
time I've actually said it in so many words. 
Mi. I've of ten thought about writing. 
essays, you know. and seeing how it sounds when I write 
these things down. But I. 
. . you know, don't have the 
time. (Mi., p.233) 
B. . . .the next day I said. . .that I had met 
with you. . .that I was terribly excited about the 
experience. I realized that I had articulated for the 
first time in twelve years some very deep feelings that I 
had about teaching at L.. and that I felt very 
positive and felt good about me and what I was doing. 
. . .when Bill first told me about you, he was very excited 
about the experience of having gone through this. And he 
said, "L., . . .it'll really be a wonderful thing 
for you. I think you'll really enjoy it." . . .1 went back 
to tell him what a wonderful experience it was. . . . (B, 
p. 136) 
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This sense of excitement and satisfaction was often 
conveyed to me as I kept a scheduled appointment with a new 
respondent who would relate the feelings of a colleague I 
had interviewed previously. An unexpected but most 
pleasurable by-product, I understood anew the importance of 
the role of the interviewer as described by Sudman, 
Bradburn, Glaser, Strauss and others.[40] 
In conclusion I found myself heartened by what I 
saw and heard and saddened by the extent of the 
similarities I found to both the Beale facts as well as to 
the entire context he presented so well. 
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CHAPTER VI 
FACTORS AFFECTING FINDINGS 
Methodology 
Any consideration of the findings of a study like 
this must consider what effect, if any, the research design 
and the methodology might have had on the findings. 
Since this was not a quantitative study, it is not 
necessary to look at issues such as statistical 
significance. But precisely because it was not, it is 
important to recognize the factors that might affect the 
findings which might well be inherent in the manner in 
which the data was obtained. It is helpful to remember 
that this project was designed to be an exploratory study; 
that it was carefully limited to two teachers from each of 
three disciplines in one each of several representative 
senior high schools in one area of a New England state. 
All teachers were tenured and had taught at least five 
years in their positions. They became known to the 
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researcher via the "snowballing technique, that is, by one 
respondent recommending another to be interviewed. 
Sampling 
The sampling procedure might be considered too 
narrowly focused, even though this sample might well be 
what one writer called a 'purposive sample', i.e., one 
which the researcher believes will yield the most 
comprehensive understanding of the subject under study.[1] 
Some might argue that one cannot draw any conclusions from 
the findings; that such a small geographical area could not 
be representative in any way, nor could only one school of 
each type, or for that matter, two teachers in each of 
three major subjects. However, one might take just the 
reverse position, that is, if even these few teachers in 
the usually more liberal northeast feel restraint, there 
must be considerably more of it out there, particularly in 
other areas of the country. [2] One might argue also that 
since these teachers were contacted by one telling another, 
it is possible that what Dewey called "like-mindedness"[3] 
meant that those who perceived the world in similar ways 
were more likely to be the colleagues suggested as possible 
respondents to the researcher. Zelditch cautions against 
the possibility that this method may trap what he called a 
homogeneous "pocket" within which one may find all members 
of the particular group to be sampled, but which is not 
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necessarily representative.[4] Indeed, there was not 
unanimity in the sample, and breaks appeared along the 
natural divisions this researcher had anticipated, that is, 
along type of schools and along kinds of subject matter 
taught. And yet, even though it might be argued that 
teachers in the social studies are the most likely to be 
sensitive to restraints on their personal lives or to 
deprivation of academic freedom, they were joined by their 
colleagues in English and then in the sciences, although 
each group to a lesser extent—in spite of their possible 
ideological "1ike-mindedness." 
Data: Gathering and Interpreting 
Some might challenge the actual data-gathering 
technique, i.e., going into the schools and using extensive 
in-depth personal interviews. Field research is not 
without its pitfalls. First, there is the constant risk in 
the kind of research methods used in this study that the 
researcher sees only those things which will support her 
conclusions. This can be partly avoided by augmenting the 
qualitative observations with quantitative material. I 
have done this to a limited extent in several ways. First, 
I sent out a pilot questionnaire throughout the state to 
get some sense of response to the questions I had planned 
to use. I also asked many factual questions and kept a 
rough tally of those responses. And finally I consulted 
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the data of similar and closely related studies. Most of 
all I have tried to be sensitive and aware of the 
possibility of this type of bias and have made every effort 
to avoid this pitfall. According to Babbie,[5] this is 
often sufficient to guard against such a bias. 
Nevertheless it needs to be considered as a factor in 
assessing the findings. 
There can also be a problem with establishing the 
accuracy of information (or lack thereof) that is obtained 
by using the teacher or 'informant' as the field worker, 
that is, he or she reports events often not directly 
observed by the researcher.[6] Furthermore, because candor 
is so crucial to obtaining what is frequently emotionally 
tinged information, much depends on the relationship 
established with the respondent by the interviewer. 
He aims to establish himself as a friend who can be 
trusted: he often wants to ask questions about 
tough confidential and personal subjects; ... To 
do these things he must have the confidence of the 
persons around him. [7] 
Thus another potential bias may be created when so 
much depends on the relationship the researcher is able to 
establish. On the one hand the personality of the 
researcher may draw her towards certain kinds of 
respondents which may result in getting only one point of 
view. Or one may get a first and erroneous impression. 
the most un-standardized manner of All this results in 
302 
gathering, recording, and subsequently interpreting data. 
Furthermore, the researcher may structure questions, 
i interpret answers, or selectively use responses that fit 
into her own preconceptions. I have tried to guard against 
these phenomena by using a questionnaire as a guide to the 
i interview, and utilizing a full spectrum approach in its 
: design. This allowed me to gather straightforward data and 
: observe how the answers fell out on a continuum, thus 
| becoming a self-evident indicator of attitudes or beliefs. 
In addition a wide variety of types of questions were used 
i to obtain similar information or what might be labeled 
'verification' of answers given elsewhere in the 
: questionnaire or during the more open-ended questions of 
the interview. Great care was taken to create a neutral 
interview setting and to insure that questions were not 
i only about issues deemed controversial by one ideological 
side or another. Nevertheless this method raises a 
legitimate concern but one which, I believe, has been dealt 
with effectively.[8] 
It is also true that this type of data-collection 
may lead to a greater tendency towards impressionistic 
interpretation—made more so by the masses of data that is 
generated. It seldom leads to precise descriptions of 
large populations? conclusions are therefore suggestive 
rather than definitive, particularly since the researcher 
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may inadvertently pay more attention to what is unusual or 
different. it is also heightened by the fact that so much 
of the research depends heavily on the judgment and 
understanding of the researcher who is operating so 
intimately within the context of the phenomenon under 
study. Yet the obverse of these qualities is precisely 
what heightens and intensifies the findings which come from 
such efforts. [9] 
No doubt some aspects of the particular 
methodologies selected for this study may have affected the 
findings to some degree. They may have aided and 
occasionally hindered the research. Yet on balance I 
believe the findings are valid because of the researcher's 
utmost care and skill in carrying out this type of 
research. In addition to relying on background in 
research, a methodologist was consulted and only the most 
respected scholars in this field were utilized as 
resources. Indeed, given the study's conclusion, one might 
say the researcher may have overcompensated to avoid the 
pitfall of bias. Therefore the findings of this 
exploratory study serve as an important indicator of what 
the state of freedom and restraint is in teachers' lives 
today. 
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Another reason the findings are valuable is that 
they may illustrate the need to design and implement an 
extensive and more carefully controlled study that might 
address more thoroughly any weaknesses of this one as well 
as those of the Beale study. Given the importance of the 
topic under investigation and the concern the findings of 
both studies should arouse, neither Beale's nor the present 
findings deserve to be dismissed. 
Then and Now 
An interpretation of the findings of the research, 
or a comparison with those of the Beale study would not be 
appropriate without placing each in its respective time 
period, i.e., 1933 and 1985. This is important for both 
studies for different reasons. In the case of the earlier 
Beale material today's readers are not personally familiar 
with the nineteen thirties and may have little historical 
background. It is equally important to an understanding of 
today's findings because it is often difficult to assess 
the impact of events on different aspects of society in 
one's own time.[10] 
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As has been noted before, there was considerable 
concern during the early thirties with issues of loyalty, 
ethnocentrism, temperance, the Monroe Doctrine, labor 
unions and the emerging voices of teachers' unions, 
pacifism, communism, to name just a few of the major issues 
of the day. The Scopes trial is a sharp reminder of the 
fundamentalist dominance in many areas of the country, and 
certainly the Meyer v Nebraska case is the best evidence of 
the paranoia that gave rise to conflicts such as this at 
the Supreme Court level. Given that background, it is not 
difficult to understand why teachers answered Beale's 
queries in the way they did. But by contrast, why do so 
many teachers today echo so many similar sentiments as 
those expressed in 1933? 
Any attempt at answering that question must include 
a careful consideration of the major sociological, economic 
and political events that undoubtedly had a major impact on 
the minds and consequently the lives of today's teachers. 
To begin with, since each of the teachers selected had to 
have had tenure and a minimum of five years of teaching 
experience, they all had either experienced the Viet Nam 
war directly, i.e., had been in the service, or indirectly, 
that is, as teachers, or as students in college. Many of 
them had had direct experience with the civil rights 
movement and were often personally involved in phenomena 
V 
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directly related or resulting from it, e.g., affirmative 
action, school integration, bi-lingual education. Some had 
been confronted with the philosophical issue of 
conscientious objection and consequently developed a deeper 
understanding and greater empathy for those individuals who 
were considered 'different' either because of their 
opinions or because of their group membership. 
Another aspect of the time period under 
consideration is the rapid change in lifestyles that took 
place which affected the entire society. For example, 
beginning with the late sixties it was no longer unusual 
for members of the opposite sex to live together although 
it was clear that this phenomenon was slower in coming to 
the single members of the teaching profession than to 
members of other occupations. Questions of life style also 
formed the basis for the growing divisions between the 
generations and found expression in everything ranging from 
the most deeply—held values to the most superficial, such 
as dress or hairstyle. The nation recovered from 
"Bohemian” and rolled into "hippie," while creating greater 
and more noticeable divisions between its younger and older 
people. Along with rock and roll and the widespread use of 
drugs came the growing alienation of the young from society 
in general and from the educational system in particular. 
Murray Milner argues in his book. Equality of 
Yet, as 
Educational Opportunity, the greater opportunities in 
higher education which became available allowed, indeed 
encouraged students to question traditional values, to 
challenge the nation's values as embodied in the rhetoric, 
and to become exposed to new ideas. And while this process 
was going on, it offered both the content and the tools for 
organization and for giving expression to these ideas that 
conflicted with the society's value system. [11] 
All this began to take place for the first time 
during the nineteen-sixties. It was exacerbated and made 
more widespread by the rapid and widespread communication 
made possible by both radio and television, and the press, 
but particularly by television. Thus the pathos of the 
Vietnamese child engulfed in flames caused by 
Dow-manufactured napalm was seen around the world within 
hours of the event. Seeing thousands of birds struggle to 
move their wings under the paralyzing weight of oil spilled 
on some far-away ocean brought home to many the need to 
develop a larger, more universally caring mind-set. And 
the nightly news in countless living rooms around the world 
and especially around the country allowed everyone to share 
instantaneously in the proud as well as the tragic 
moments—a space shuttle lift-off as well as the 
assassination of a president. These were times during 
which many of these teachers had been in school, in the 
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service, and some had entered college because they had not 
wanted to enter the service. Never before had the upheaval 
and the changes come so fast and furiously; never before 
were they communicated to so many people so rapidly—all of 
which must have had a profound effect on the growth and 
development of those who were young adults at that time. 
Those, as noted, included most of the sample due to the 
stipulation that respondents be tenured teachers. 
1 ' 
Social science literature abounds with explanations 
of the behavior of young people. Kenneth Keniston and 
Robert Coles have advanced psychological rationale; others, 
like Lipsett, Riesman, Glazer and Milner [12] have 
presented theories that take into account more of the 
social, political and economic factors mentioned above. 
Among these Milner, in particular, addresses greater 
opportunity for higher education as an especially potent 
. 
factor affecting behavior of the young, and in turn, 
accounting for social change. The present sample was among 
that age cohort that had perhaps the greatest opportunities 
to gain access to higher education: the G.I. Bill; the 
stimulus Sputnik provided to offer support for work in the 
sciences; the entrance of both federal and state government 
into education in ways such as the National Defence 
Education Act of 1964 and 1965, i.e.. Title IX, the 
legislation creating the National Student Loan Funds, the 
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widespread legislative acts that created several levels of 
public colleges within a state. . . . Milner's theory 
certainly deserves closer scrutiny. 
As was shown above, the greater educational 
opportunity, particularly at the higher levels, exposed 
individuals to new ideas and caused them to question the 
status quo. Empowered by knowledge and skills, they became 
active in making their cause known and fighting to bring 
deed more in line with creed. And so the students took off 
by the thousands to participate in sit-ins in the south, 
lead marches against nuclear weapons in Washington, 
demonstrate for equal treatment for homosexuals in New 
York, and have a gigantic drug-aided good time at 
Woodstock. The adults who had grown up in a different—and 
slower—time, could not begin to understand the kids. And 
while more openness resulted in some families, in others 
the fear that the nation was sliding into a slimy pit 
caused a tremendous backlash. This was aided and abetted 
by fundamentalist religious groups who saw this as an 
opportunity to enlarge their membership, strengthen 
loyalty, and most importantly, to gain the real political 
power they had not been able to muster until now. It 
allowed the Rev. Falwell a greater audience? it led to the 
financial support of Christian radio and television 
networks by a broader spectrum of individuals? it led to 
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the self-appointed censorship of books and school texts by 
the Gablers? it led to the repeated attempts to allow 
prayer in the schools? it led to the increasing formation 
of small private schools that include fundamentalist 
teaching in the curriculum? it led to the legislation in 
several states—or the challenge thereof—that mandated 
creationism be taught along with evolution as theories of 
the origin of human beings? and it led to a host of legal 
challenges to what teachers taught, with whom they 
associated, what they said, what books they assigned, and 
what was accessible to kids in the school library. (The 
Pico case is not far behind us.) 
This, then, is and attempt to capture the state of 
the nation at each end of the fifty-year period. It should 
aid in understanding the answers teachers gave during the 
long interviews I held with them. No doubt these are some 
of the concerns that gave rise to the startling similarity 
in the data that these two studies produced fifty years 
apart. At the same time such knowledge helps to explain 
why other sets of answers were in contrast to Beale's 
findings. What happened during those fifty years—a half 
century? An understanding of the historical context of 
each study and some knowledge of some of the major events 
that took place during these intervening years is thus 
311 
essential to illuminate the meaning and importance of the 
findings. 
Social Change 
The general historical context of the fifty-year 
period between the two studies demands careful examination, 
for it holds the key to explaining some of the 
differences—as well as similarities—between the findings 
of the two studies. Such a perusal must include the 
social, political, economic and sociological aspects as 
well, for it is precisely from the interrelationship of 
these that one may better understand the effect of the 
times on the lives of teachers then and now. 
It is always difficult to know just how far back to 
begin, but since some phenomena had earlier roots, several 
of these will also be considered in this overview. 
Events such as the Spanish-American War and of 
course World War I added to a growing nationalistic fervor. 
Large numbers of immigrants were coming, but this time from 
eastern and southern Europe as opposed to the northern and 
western parts. This change brought with it new, 
strange-sounding languages, different customs, religions, 
and individuals who not only came from different 
socio-economic backgrounds, but were also physiognomically 
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very different from those who had come before. Added to 
this was the spread of revolutionary and radical ideologies 
as well as communist and socialist activity—the latter 
especially within the ever growing and increasingly active 
union groups. 
Following these waves of immigration just before 
and following the turn of the century, a decline in the 
liberal spirit in the country began. Instead there arose a 
nativist sentiment which also found expression among some 
educators and in many schools. Ironically, this sentiment 
resulted in furthering the cause of public schools and in 
compulsory attendance. 
Children and young people were now more and more 
exposed to an increasingly diverse culture. Because 
children were going to school in ever growing numbers, 
there was great paranoia about the things they might learn 
there. The fear that pupils might see anything negative 
about their country resulted in textbooks which tended to 
provide a one-sided and incomplete picture of American 
history and society. Teachers were expected to support 
that view. Meanwhile the move to outlaw child labor at the 
national level failed. In fact, even the effort at a 
Constitutional amendment to effect this goal failed. But 
the objective was achieved, although more slowly, through 
the use of the compulsory attendance laws. 
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The so-called "common creed," relatively little 
changed during the preceding years, now became more of a 
rallying cry for those who feared diversity. Like so many 
before and since, these individuals turned to the school as 
the logical institution to implement their goals, 
especially since the laws saw to it that every youngster 
would have to be in attendance. This became the period 
that saw the transformation of the early ideology that 
stressed freedom and democracy to one of "this great 
country, whether right or wrong" deserves loyalty. 
At the same time it caused an increasing emphasis 
on those curriculum areas that might lend themselves to 
including inculcation of the so-called civic values. 
Support for these views was easily found, in part because 
it recalled the voice of Horace Mann and his insistence 
that a major function of schools was to create good 
citizens? in part because of the obvious concern with the 
growing diversity of the population. It was a time when 
many diverse factions wished to use the school for lofty 
goals, though often for less lofty reasons. Social studies 
became the targeted area to aid in unifying Americans 
because here one could more easily integrate civic duty 
with history and economics. 
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There were a great many forces for change operating 
at the turn of the century. An ongoing, gradual change 
from an agrarian nation to a manufacturing nation brought 
about differences in the very fabric of the new nation. 
Values such as the idea of independence and autonomy as 
expressed by historian Frederick Jackson Turner and 
represented by the image of the self-made man depended on 
the availability of infinite farm land just beyond the 
frontier. As the actual frontier disappeared, and the 
nation moved into manufacturing, there were different kinds 
of frontiers to conquer. Now our folk hero became the 
self-made industrialist who helped to make the United 
States a technological leader in the world in a very short 
time. 
Meanwhile a number of curricular reform efforts had 
begun to attempt to bring some coherence to the chaotic 
secondary curriculum. One of these efforts was basically 
academic in nature, another advocated social efficiency, 
while one aspect of the latter called for civic 
responsibility—one response to the call for the 
inculcation of American values. 
The National Education Association responded by 
publishing its Cardinal Principles of Secondary EdH^ion 
in 1918; actually it reads as if it had been issued in 
This document dealt in part with the enormous growth 1986 . 
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in secondary school enrollment that was taking place—from 
360,000 in 1890 to 5 million in 1930 [13]—and with the 
great changes in its composition as well. The NEA document 
attempted to deal with the varying needs of a school 
population that was clearly not all university-bound. And 
yet the goal was to create a coherent curriculum that would 
provide consistency and some kind of unifying, 
"Americanizing" experience—one that would provide the 
skills to take on civic responsibility of a participatory 
democracy. 
The NEA's Cardinal Principles came out two years 
after John Dewey's Democracy and Education [14], the 
educator's now-classic work setting forth the values to be 
gained from an education. It was in this work that Dewey 
so eloquently made the connections between schooling and 
the preservation of a democracy. He sketched a blueprint 
showing how a school needs to be structured to create a 
community wherein students could become apprentices in 
citizenship. 
But there were others who stressed academic subject 
mastery, and still others who urged "life adjustment" 
skills. And this lack of consensus had its effect on the 
paths chosen for the teaching of civic responsibility. The 
result was that the teaching of history as an academic 
discipline was to be de-emphasized, as was the focus on the 
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Constitution. Instead teachers were urged to look at 
issues closer to home and underscore those that were 
concrete rather than abstract. The "project method," 
already widely hailed by educators, was tailor-made for 
this approach, but tended to be handled gingerly and 
usually only within the confines of the laboratory setting 
that was the school. 
At the same time the growth and mystique of testing 
entered the educational arena, as did the concerns of labor 
and manufacturers, with the resulting boost to vocational 
education. Dewey realized that this emphasis could easily 
result in dividing the nation into distinct classes based 
on their schooling. He spoke out against these divisions. 
Again he advocated for the unifying force of a public 
school so that ideas and practice become one for the 
benefit of all. 
There must not be one system for the children 
of parents who have more leisure and another for 
the children of those who are wage-earners. The 
physical separation forced by such a 
scheme...brings about a division of mental and 
moral habits, ideals and outlook...totally foreign 
to the spirit of a democracy. 
The democracy which proclaims equality of 
opportunity as its ideal requires an education in 
which learning and social application, ideas and 
practice, work and recognition of the meaning of 
what is done, are united from the beginning and for 
all. [15] 
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Teachers were frequently caught up in the same 
concerns as the larger society. The NEA membership rose 
from 43 members at its inception in 1899 to 216,188 in 
193 0 — about the time that Howard Beale engaged in his 
study. [16] During most of its early years its services and 
publications concentrated on the improvement of teaching. 
In this area it gained more influence as it established 
commissions on the professionalization of teaching. At the 
same time it served as an enormous public relations 
organization which, on some levels, resulted in blurring of 
school and various interest groups. In this instance it 
was a rather close association with the American Legion 
that undoubtedly further cemented the role of both teacher 
and school with the fervor of the narrow patriotism 
espoused by the Legion and other similar groups. In fact, 
it was Howard Beale who had warned in 1936 that the NEA was 
getting Legion support at the price of Legion control and 
influence in the schools. 
The problems for teachers as a result of belonging 
to teachers' organizations became more acute as their 
numbers grew. Most local groups, many of whom were in 
existence before the turn of the century, began to think 
about affiliating with the NEA or, as happened in 1902 with 
the San Antonio, Texas group, joining the American 
Federation of Labor. This was the beginning of the 
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affiliation of the American Federation of Teachers with 
organized labor. It also brought up the condemnation by 
some that teachers were behaving unprof essionally—a 
sentiment that arose within the ranks as well. Others felt 
that as public employees they should be forbidden from 
striking. But more importantly, there was an element of 
fear that radical methods and radicals functioned under the 
guise of union activity, and furthermore, that teachers 
might introduce elements of bias into the classroom, 
particularly with relation to local issues. Teachers 
endured much prejudice from both the community and more 
importantly from their principals and other administrative 
staff, particularly when these were not unionized. The 
irony of some of this behavior has been duly noted by 
sociologists and historians of education. 
Political activity by teachers as individuals 
is still frowned upon in many communities (and by 
many educators) because such activity allegedly 
leads teachers to unduly favor their political 
point of view in the classroom. Frequently an 
interesting paradox arises. The same 
superintendent or school board who forbids the 
teacher to join the AFT or a political party, on 
the grounds that such affiliation is insconsistent 
with the unbiased position of a public school 
teacher, will nevertheless insist that the teacher 
become an active member of a dominant church group 
which is quite partisan concerning controversial 
matters like the use of alcoholic beverages, birth 
control, or racial segregation.[17] 
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Often teachers themselves have been their own worst 
enemy in the search for freedom. In a 1956 poll by the NEA 
an overwhelming number of teachers indicated that they 
believed that teachers should stay aloof from politics, [18] 
except for voting. On the one hand were those who 
encouraged participation because they saw this as 
appropriate modeling of citizenship? on the other were 
those who felt it would inevitably lead to a conflict of 
interest and the possible use of the classroom for partisan 
teaching. Whether they held this view as result of their 
own socialization or because of fear of disapproval is not 
stated. 
The NEA's Citizenship Committee did much to 
encourage a new view of the teacher as a citizen with all 
the rights and responsibilities thereof. This position was 
further aided by the Committee on Tenure and Academic 
Freedom and the Committee on Professional Ethics. Together 
these did much to stimulate and publicly support the 
teacher's full civic participation. 
The Committee urges teachers to assume the 
obligations of full political citizenship. ... 
Communities will benefit when all teachers accept 
the rights and responsibilities of political 
citizenship. In so doing, teachers will be 
contributing that which every citizens owes to our 
self-government. And, in strong likelihoo , 
teachers who are themselves active participants in 
government will be more competent and effective 
teachers of citizenship.[19] 
320 
The American Federation of Teachers, which had been 
organized in 1916 and became part of the American 
Federation of Labor that same year, also had deep concern 
for these same issues. Although there were a number of 
differences between the groups, each had stated commitments 
to protecting the rights of teachers. At first these were 
less concerned with those aspects of freedom relating to 
first amendment rights, for, as noted above and also by 
Beale, teachers in the 1920s and '30s were always more free 
to express conservative than liberal (read 'radical') 
views. In fact, it was probably more often their personal 
activity outside the classroom that got them into trouble. 
Thus the early efforts aided the teachers in matters of 
this type, i.e.,in union membership, in collective 
bargaining, and in the growing professionalization of 
teaching. It was probably not until the post-world War II 
"cold war" period that more serious issues of freedom were 
challenged. Important challenges over loyalty oaths, 
freedom of association, and academic freedom came to court. 
In 1948 the Commission on Educational 
Reconstruction decided that the nature of the Communist 
Party was such that it did not allow its members sufficient 
freedom of inquiry and therefore it was not suitable for 
teachers in a democracy. However, in 1949 the AFT s 
Civil and Professional Rights of Teachers Committee on 
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stated that membership in an organization or legal 
political party could not in and of itself be sufficient 
grounds for the dismissal of a teacher; that such grounds 
should always be on the basis of competence. But by the 
middle of 1952 the AFT reversed its position and also 
barred party members from joining the AFT.[20] 
In 1941 the NEA created the National Commission for 
the Defense of Democracy Through Education at its annual 
meeting in Boston. Although the NEA had already voted that 
avowed communists should not teach nor be allowed to become 
NEA members, the Defense Commision's duties included 
investigating alleged subversive teaching. Among its 
services to teachers was the provision of legal services 
whenever that was necessary. Unfair personnel practices, 
unfit teachers or administrators, strikes and their 
aftermath..., any and all could be investigated by the 
Committee. This was usually done on a regional level by 
appointing a special committee. Usually a staff member 
would be sent to collect the necessary information and to 
bring the various parties together to work towards a 
resolution. The NEA had set up the DuShane Defense Fund 
for Teacher Rights to tide over those who had been 
suspended or to help pay court costs. Originally raised by 
the NEA Department of Classroom Teachers and the Defense 
Commission, it was built on voluntary contributions and 
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provided only subsistence to a teacher attempting to be 
reinstated. When that had beenaccomplished, the remaining 
money became the beginning of the Donald DuShane Memorial 
Defense Fund—so named for the first executive secretary of 
the Defense Commission. In 1961 the NEA Executive 
Committee voted to add annual appropriations from the 
budget to the voluntary contributions so that grants could 
be made to support legal assistance and other related 
costs. [21] The Fund has continued to provide this type of 
assistance when needed. 
Besides the growth of solid support for teachers 
beleaguered by a variety of community and administration 
restraints, the establishment of the various commissions 
added a great deal to the professionalization of teaching. 
The growing united front as well as the numerous 
investigations which did not necessarily end in findings 
favorable to the teacher provided stature in the community 
and a growing influence in the lives of teachers. 
During this same period there were several other 
organizations which became deeply concerned about the 
growing restrictive atmosphere and its effect on academic 
freedom and on the learning environment. The American 
Civil Liberties Union 's (ACLU) Academic Freedom Committee 
had already supported a position advanced by the American 
Association of University Professors [22] (AAUP) , namely 
that competence must 
association with or 
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be the issue for dismissals and not 
membership in a controversial 
organization. Membership in non-approved groups, 
association with known communist party members, special 
interest encroachment on curriculum, and the the hated 
loyalty oaths were all responses to the national paranoia 
of that period. There were pockets of strength that 
attempted to stem this tide, and some courageous 
individuals who tried to focus on the heart of this debate. 
One of these was Alexander Meiklejohn, a philosopher from 
the University of Wisconsin, who freely lent his support to 
the doctrine that teachers must be allowed freedom of 
inquiry; that fitness to teach must be decided on the basis 
of competence alone and not one's associations. An ardent 
spokesman for civil liberties, he believed that education 
had a special role in promoting freedom as the foundation 
of self-government. The other side was represented by an 
equally impressive academic, Sidney Hook, who did not 
challenge Meiklejohn's principal assertions, but argued 
instead that the very decision to join an organization 
...which issues instructions to its members to 
indoctrinate in the classroom for a party line or 
which dictates in advance the conclusions of 
research in accordance with a party line 
constitutes a violation of the professional ethics 
of teaching and scientific inquiry. Such 
membership warrants not automatic dismissal, but 
the presumption of unfitness, final judgment to be 
made by autonomous faculty bodies in complete 
independence of any agency of the state.[23] 
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This and other issues arising out of this period 
such as the controversial loyalty oaths, severely limited 
and restricted individual freedom. New York State passed 
the Feinberg Law stating that membership in goups the 
Regents had labeled subversive would be considered prima 
facie evidence for disqualification to teach in the public 
schools. In 1952 its appeal came to the Supreme Court as 
Adler v. Board of Education, and again the issues were 
sharply delineated by the justices. 
A teacher works in a sensitive area in a 
schoolroom. There he shapes the attitude of young 
minds toward the society in which they live. In 
this, the state has a vital concern.. .we know of no 
rule, constitutional or otherwise, that prevents 
the state, when determining the fitness and loyalty 
of such persons, from considering the organizations 
and persons with whom they associate.[24] 
The law was upheld, and it was not until some 
fifteen years later that the Court in effect overruled 
itself in the Keyishian case and began to articulate 
sentiments expressed by Justice Douglas, joined by Justice 
Black, in his dissent in Adler. 
. .A pall is cast over the classrooms. There 
can be no academic freedom in that environment. 
Where suspicion fills the air and holds scholars in 
fear of their jobs, there can be no exercise of the 
free intellect. Supineness and dogmatism take the 
place of inquiry. ... The Framers knew the 
danger of dogmatism. . .strength comes when the 
mind is free, when ideas may be pursued wherever 
they lead. 
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The Constitution guarantees freedom of thought 
and expression to everyone in our society. . . • and 
needs it more than the teacher.[25] 
The result of the growing fanaticism on the one 
hand and the organization of sufficient challenge on the 
other meant the courts became the arena for resolving more 
and more of these disputes. The impact of pronouncements 
from the bench was considerable and effected changes in the 
behavior and eventually the attitudes of most of the 
society. Teachers gained both freedom and guarantees 
thereof during this period. 
Other Events 
Several other major events also helped to create an 
ever-changing social and political climate in the United 
States which at the very least contributed to changed 
perceptions about the rights and privileges of individuals 
and at most foreshortened the period required to achieve 
them. 
The Korean War moved red-baiting activities off the 
front pages and caused the nation to endure the real scars 
of the loss of lives once again. On the positive side, 
however, and of immediate relevance, was the fact that this 
war, like World War II, provided thousands upon thousands 
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of Americans with an opportunity for schooling that they 
would not have had if it hadn't been for the G.I. Bill. 
This in itself exposed them to different people, different 
ideas, different values and goals, and most of all, an 
environment within which inquiry was encouraged. The 
result was that generations of students frequently found 
dissonance between creed and deed, and one of the areas in 
which they observed this was civil rights. The focus was 
race relations, but this was merely the center piece of 
what became a period of heightened consciousness about the 
effects of different kinds of minority status on many 
different groups: Hispanics, women, the handicapped, the 
disabled, and in special ways, even children. 
Education in all its ramifications was also 
undergoing massive changes. Guidelines laid down by John 
Dewey and his followers had become extreme in some areas, 
thus creating a field day for cartoonists and critics. The 
1954 launching of Sputnik by the Soviet Union sent a shiver 
of fear down the nation's collective spine that American 
technological know-how had slipped, leaving the nation 
vulnerable to the oft-repeated scenarios that now already 
several times succeeded in propelling the US into a state 
of panic. Along with the red-baiting of the Joe McCarthys 
came a committed look at activities in the schools. The 
result was a significant increase in the involvement of the 
federal government in education by means of extensive and 
specialized funding? a productive cooperation between those 
teaching the same disciplines at the university level with 
those teaching at the secondary level; the development of 
considerable new curricula in many fields; the funding of 
research in education; increased efforts to improve 
teaching methods, and a renewed concern for early 
childhood. Some of these will be remembered by a fruitful 
cooperation between the educational psychologists and the 
subject-matter experts as, for example, the inquiry 
approach, which became the model for major revisions of 
textbooks and curriculum, especially in the area of 
science. So-called new math shared the spotlight with 
Pitman's ITA (Initial Teaching Alphabet), while the 
thematic approach in the social studies opened the 
possibility for deeper understanding of human differences 
and similarities, as exemplified by the "Man; A Course of 
Study" curriculum for elementary grades, while Dr. Spock's 
"Baby and Child Care" became the bible for bringing up 
baby. 
Nor was the tumult limited to curriculum. Besides 
the rapid introduction of new technologies that became 
essential teaching tools, there was also the effect of the 
new media and the increased pace with which change overtook 
society and its institutions. At the same time the 
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atmosphere in the nation's schools was affected by new 
philosophies such as those that came to be known as 
(British) open education, integrated day, alternative, and 
so forth. The radical critics and reformers of the period 
were enchanted with A. S. Neill, Jonathan Kozol, Marshall 
McLuhan and other kindred spirits. The influx of Hispanic 
coupled with the growing demands from militant minorities 
led to the inclusion of a bi-lingual language teaching 
concept as well as a steady change in the way ethnic groups 
saw themselves and in the way others, especially those in 
the authority and/or modeling positions, were to perceive 
them. How to develop a climate within which all would find 
an accepted and respected place for themselves within the 
ever-changing fabric of American society became the real 
challenge. 
Little by little the teaching staffs in America's 
schools began to take in the new graduates. Many took jobs 
in other areas of the country from where they had grown up, 
and confronted for the first time the regional stereotyping 
and discrimination existing in their own country. Because 
of Russia's Sputnik launching, the federal government 
became increasingly active in the areas of public 
elementary and secondary education. The National Defense 
Education Act sponsored summer workshops and courses 
enabled many teachers opportunities to go back to 
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university campuses to read, think and study with other 
colleagues selected from all over the country. There was a 
mixing of new and old, and a sharing of diverse experiences 
and backgrounds which created an entirely new atmosphere in 
the public schools of this period. Veterans saw the world 
differently from their peers who had not shared such 
experiences. The views that spilled over into the school 
context were rarely neutral, if the present research has 
any relevance at all. [26] For some it meant running an 
authoritarian school, bringing armed service 
representatives to recruit, and releasing students to watch 
planes in action over the school yard. For others it meant 
low-profiled patriotic celebrations, speakers on the pros 
and cons of the Viet Nam war, and a willingness to hire 
conscientious objectors. 
No sooner had the push for civil rights challenged 
the nation and its values than the Viet Nam intervention 
created an even greater crisis. Already fractured by 
dissent, unity of purpose was quickly eroded by the growing 
anti-war movement, and patriotism began to have very 
different meanings to different people. Even after great 
efforts by the Johnson administration to move towards "the 
great society," the wounds of the Viet Nam debacle 
persisted, creating pockets of alienation, discontent, 
distrust, and in turn giving rise to a hankering after a 
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world that was less complex—a world that was. Along with 
the rising concern over ecological disaster, the threat of 
a nuclear nightmare, and growing world terrorism, there 
arose the unmistakable signs, both political and economic, 
that the United States no longer held the sole position of 
leadership in the world. 
The perhaps predictable outcome for American 
society was massive retrenchment. There was a sense of 
loss, of feeling that perhaps we had gone too far in 
permissiveness; that a "return to the old values" was what 
was indicated. The effort to make the country live up to 
its ideals, often led by the Supreme Court in recent years, 
began to lag; administrations appeared to undermine many of 
the previously hard-won battles, and the enlargement of the 
vision of freedom for all began to shrink again. 
Reactionary sentiment made itself felt in the usual 
sensitive arenas; attempts at silencing, censoring, and 
prohibiting were made in the areas of civil rights and 
academic freedom, bringing back the specter of similar 
behavior during the twenties and fifties. 
Yet despite the contemporary efforts at library 
censorship, or the attempts to have creationism introduced 
into the curriculum, things in the eighties are not quite 
like those other times. And they probably never will be. 
For, as has been documented above, the events of the past 
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fifty years have helped to illuminate concepts of freedom 
in ways that made them more real and more concrete for many 
more members of American society, including teachers. 
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CHAPTER VII 
CONCLUSIONS, RECOMMENDATIONS, AND SUGGESTIONS 
FOR FUTURE RESEARCH 
Conclusions 
The conclusion of an exploratory study is both 
frustrating and exciting. On the one hand it is difficult 
if not impossible to claim the findings are definitive or 
even generalizable? on the other, it does provide some 
important perspective on very complex issues. It is good 
to see some "hunches" validated and certain worries laid to 
rest. 
Another reason for mixed feelings of this nature is 
the sheer mass of data studies like this generated, even in 
this modest scope. The nature of the present study's 
design was such that it frequently opened other doors to 
inquiry. In analyzing the data difficult decisions had to 
be made whether to follow new leads or to leave them for 
future examination. The open-ended nature of parts of the 
inquiry coupled with the breadth of the questionnaire and 
the extensive background information provided a wealth of 
additional material which whetted the appetite to pursue 
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many more topics--some at this time, most to be left for 
another time. 
As was indicated in the opening sections of this 
work, the stimulus for conducting this research came partly 
from the sense of deja vu with regard to the kinds of 
education issues that made headlines and ended up in the 
courts because the competing parties felt that certain 
freedoms had been denied them. Reading the daily newspaper 
in the 1980s brought a sharp realization that many problems 
remain unresolved, even if they have come to the courts 
before, and that numerous restraints still exist in the 
lives of high school teachers today. Some of the rights 
and freedom that the ordinary citizen takes for granted are 
not as available to members of the teaching profession. Of 
course the question that inevitably followed was: has 
there actually been any significant progress in 
establishing and guaranteeing some of these freedoms for 
America's teachers? Now, at the conclusion of this 
exploration, I believe that the answer can be a qualified 
"yes." 
Given the tone of most of the preceding pages, this 
may appear to be somewhat paradoxical. It is not. The 
third section of Chapter V which details the findings from 
this study provides the rationale for this judgment. 
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Without restating all the details here, the 
findings presented in that chapter al so provide the 
evidence used to form the basis for the following general 
conclusions. 
Overall, today's teachers do not feel particularly 
constrained in their personal or professional lives. 
Whether this is a result of their perception of the concept 
of freedom, their own political socialization, their 
perception of their role as teacher, the function of the 
times during which this research was carried out, or a 
function of the events of the last half century—or a 
combination of these factors is not at all clear from this 
study. Based on the available data and that gleaned from 
being the primary investigator, it is my belief that it is 
at least in part due to a combination of factors. Another 
important part must be attributed to what appeared to be 
the teachers' own surprising lack of understanding of the 
subtler aspects of concepts such as fundamental rights or 
academic freedom. Some teachers are not certain they 
should have these rights. Most of all it is due to the 
startling lack of awareness among many teachers that some 
of the constraints they have accepted as a condition of 
employment may actually have curtailed and diminished their 
freedom at worst and inhibited it at best. Or perhaps they 
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believe it is best for education and the teaching 
profession. 
Discretion was the most commonly used criterion 
given for judgments, decisions, and actions taken or not 
taken, as the case may have been. This was at once 
admirable and deplorable. One would not want to fault a 
teacher for using good judgment—indeed, some are dismissed 
because of a lack of good judgment. Yet all too often the 
word seemed to signal the suppression of the difficult or 
more subtle issues the teacher would have to consider and 
the perhaps touchier actions that would have to be taken if 
the questions had been allowed to surface. The unfortunate 
result was often massive avoidance of anything that might 
have been considered controversial or out of the 
mainstream. 
Most teachers seemed to be much more keenly aware 
of their superiors and their many diverse, sometimes 
demoniacal ways of affecting teachers' lives than they were 
of more abstract principles such as a restraint on their 
freedom as citizens. In fact, whatever dissatisfaction and 
anxiety was communicated, whether directly in answer to 
specific questions, or indirectly by the nature of the 
response, was usually directly related to their immediate 
supervisor such as the head of the department, for example, 
and then to the next administrator, usually the 
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vice-principal and principal. How this last varied was 
usually correlated with the size of the school and what 
kind of hierarchical structure was in use, as well as the 
particular personalities and idiosyncracies of the 
administrators. Thus it sometimes seemed as if it was more 
important to go along with a principal's predilection for 
military displays at the school in order not to be assigned 
lunchroom duty, while in other instances it was easy to 
invite speakers about controversial topics because the 
principal supported even those among his staff who dealt 
with controversial topics or issues that might cause 
possible negative community reaction. Although there are 
pressures to conform in every organization, the potential 
harm created in a school is that pressures may become 
constraints and serve to restrain teachers from engaging 
their students' minds in anything other than the safe area 
of consensus. Such experiences will not prepare students 
to understand, let alone defend democracy. 
Even though teachers have tended to be drawn from 
the upper levels of the working class—and this has 
continued—events described in the previous chapter have 
given rise to much greater diversity in the ranks of the 
teaching profession. Although this phenomenon slowed 
considerably in the seventies, it is likely to begin anew 
because of the growing teacher shortage. Combined with the 
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concern about the quality of education, these factors 
together are producing new and creative ways to bring 
people into teaching. This will help to maintain a healthy 
diversity in the teaching ranks which is likely to provide 
more substantial opposition to those who would seek to 
limit the freedom to which teachers should be entitled. 
During the period that this research was carried 
out, there were no great issues of radicalism or loyalty 
oaths, unpopular wars or similar issues. However, the 
matter of religion remains for some an extremely sensitive 
issue. It was the one area that some teachers seemed to be 
somewhat concerned about, both in terms of their teaching 
and their interactions with students and administrators. 
It was difficult to discern why this was more so in some 
schools and not so much in others. Perhaps the strong 
resurgence of religiosity, particularly fundamentalism, 
that has become so much more operative in the public arena 
in general, particularly under President Reagan, has 
provided the source of strong support, though not 
necessarily the cause. For some the topic almost seemed to 
have a quality of inappropriate intimacy, i.e., one didn't 
discuss topics that were that close to one's innermost 
being with students or colleagues for fear of being thought 
out of line. Or because they felt there were good historic 
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and constitutional reasons for not bringing religion into 
the public schools. 
Membership in the union and supportive attitudes 
towards labor have become part of the acceptable, even 
expected behavior for teachers. In fact, those who 
questioned union tactics had difficulty—in this case with 
their fellow teachers. In the same way open political 
affiliation and activity—at least with the mainstream 
parties—have become acceptable behavior for most teachers. 
Personal behavior such as dress, hairstyle, 
dancing, smoking or drinking is rarely an issue, although 
it probably remains more so in rural small towns in other 
regions of the country. In fact, it would seem the reverse 
is at least true in some instances as, for example, was the 
case with some who were known for having a drinking 
problem. They are often shielded and protected from the 
public—much to the detriment of the students. A major 
change has definitely occurred with regard to judging 
peoples' lifestyles. "Live and let live" if it doesn't 
affect the children seems to be the predominant theme 
today, although there remains considerable discomfort about 
homosexuality. Although rarely the sole cause for a 
dismissal, if Known. homosexuality is definitely 
detrimental to being hired. 
341 
The effects of the civil rights movement and the 
change from an ethos of homogenized America to pluralistic 
America has produced a great improvement in attitudes 
towards minorities of all kinds—even if not always from 
the heart. The problem of prejudice has not disappeared 
but has certainly improved tremendously. The fact that 
there are now laws in place prohibiting active 
discrimination has helped bring this about. 
The desire for control over education in the form 
of censorship of books and curriculum appears to be an area 
that has not diminished. Teachers and school boards are 
continually challenged from one quarter or another, with 
both sides becoming more and more sophisticated as well as 
wary of one another. Legal battles, which are both costly 
and lengthy, also aggravate the wariness on the part of 
teachers and administrators to engage in anything 
controversial. The concern over the resulting adversarial 
spirit which inevitably follows such confrontations also 
has a chilling effect on others inclined to leave the safe 
and narrow. 
In spite of the continued battles and problems in 
certain areas, overall there seemed to be a greater 
commitment to principles of free inquiry and to the 
presentation of divergent views, even if only via continued 
lip-service. Frequently that alone was enough to provide 
342 
the resourceful teachers with the opportunity to broaden a 
perspective or investigate a concept with their students. 
And that, in turn, often provided courage and example to 
other teachers too timid to break ground themselves. 
Certainly some of the findings give one cause for 
concern, but it is clear that progress has been made. 
Major changes have taken place, many of which have been 
documented herein. which have helped move the cause of 
teachers' f reedom forward to the acceptance and even 
expectation that teachers are citizens whose rights as 
individuals should not be abrogated. Changes in the 
teachers' work place and in range of acceptable behavior 
are not likely to return to yesteryear. Today teachers 
have the support of laws, lawyers, and commissions to help 
them whenever necessary. And although issues are raised 
that were thought to have been settled, the ethos of the 
whole society appears to have changed enough so that 
support for beleaguered members of the profession is 
probably something teachers can now reasonably 
expect—although this would no doubt vary greatly in 
accordance with the region of the country. Regardless, the 
fact remains that there are many issues that are far from 
settled and that many different kinds of restraint remain 
an integral part of the lives of teachers. 
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But perhaps that is indeed the American way. For 
just as rights have expanded for teachers, rights have 
expanded for others who also make up part of the school and 
community. Just as teachers' rights may have become more 
clear, those of parents and students have, also. And 
inevitably this means that the gentle tugging from each 
side will continue to rock the boat while the dominant mood 
of the country determines in which direction it moves. The 
courts will continue to play an important role in this 
process of balancing competing interests, and thus both 
sides will continue to remain engaged in this important 
struggle. 
Perhaps this kind of internal wrestling is indeed 
central to a democracy that is at once alive and vibrant. 
For it is in just such a manner that we have come to this 
point in our history, that is, by pushing the limits, by 
expanding our mental horizons and imagining what could be 
and so enlarging our concepts of what should be. Perhaps 
there will always be a larger vision over the next horizon; 
if so, then even more reason to insure that those charged 
with the transmission of society's most important values be 
guaranteed at least as much freedom as other citizens so 
that they may be better able to help in creating a setting 
which allows plenty of room for visionaries. 
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Implications for Teachers, Students, 
the Makers of Educational Policy 
What does this study mean to the every-day lives of 
teachers, students, and the makers of educational policy 
and to society? It means that findings such as those 
reported herein should serve to stimulate communities into 
the greater realization of the importance of the function 
of teachers in a democracy. It means that the role the 
teacher plays in the transmission of the values of a 
democratic republic must be highlighted. It means that the 
teacher needs to have the freedom to be able to demonstrate 
within her or his own life what it means to be a 
responsible citizen; to demonstrate the myriad ways in 
which one can responsibly disagree; to engage in those 
activities and responsibilities relevant to the maintenance 
of a participatory democracy, and in this way freely enjoy 
the rights and privileges that other citizens have. 
.what is the nature of freedom of speech, and 
what are its limitations? It is idle to teach the 
constitutional doctrine of free speech, and then to 
remain silent regarding the violations or 
modifications of the principle. It may be found 
useful...[to examine] the practical problem 
arising in the application of the idea to .varying 
conditions. That there are knotty ^sues involved 
is unquestionable, and facing them is admirably 
realistic approach to one of the important aspects 
of political life in a democracy. 
This all resolves itself. . . to a study of the 
underlying elements of democratic 
going society. . . . Unless such habits can be 
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acquired, the type of government pre-supposing them 
cannot stand. [1] 
These comments were made fifty years ago by one of 
the foremost experts in social studies and civic education, 
Charles E. Merriam. The implications of this contemporary 
investigation underscore the equally important aspect of 
this study, namely its relation to the learning and 
practising of citizenship. This topic was discussed at 
length in Chapters I and III. Therefore, another important 
implication of this work is the importance for society at 
large to keep a critical eye on schools and pull or push 
them to engage in their many vital functions. Two of the 
most important of these are the teaching of the values of a 
democracy and a commitment to them; the other the teaching 
of those skills that will enable a democracy to be 
maintained. 
Looking to the future of America, there is no 
single feature of our social life more important 
than the type of civic training the oncoming 
generation receives. This will condition and 
determine the range and type of decisions made by 
people and by government, the nature of the 
economic, the social, the political order. 
This has been true of every generation, but the 
tempo of the present era, the importance and number 
of the decisions to be made, the speed by which 
adjustments must be carried through, the 
universality and elaborateness of education these 
have never been surpassed or equalled in any period 
of history; and they impose an exceptional burden 
on the present. [2] 
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These words might as well have been written 
yesterday instead of fifty years ago. The astute Merriam 
sketches the importance of the many ways the various 
disciplines of the social studies could contribute to 
gaining the kind of civic education he proposed. 
Merriam was well aware of the importance of what he 
called "vicarious experiences" to further or "transfer" the 
insights gained from such activity into the future arena of 
citizenship participation. He noted that these would 
likely not be forthcoming from a formal course but rather 
thought they would "permeate the whole curriculum and find 
a place in almost every phase of the whole school program, " 
thus anticipating this researcher's contention that the 
teacher's role as model may well be central to effective 
understanding of the role of citizen. He was aware of the 
many other factors which contribute to the shaping of 
political attitudes. More importantly, however, he was 
conscious of the paradox inherent in our society where 
"political arrangements are in one sense the pride of 
America and in the opposite sense participation in politics 
is somewhat under suspicion in many quarters." [3] 
Indeed, it is this important insight of Merriam s 
that brings us back to teachers—the subject of our study. 
It is in part this dual nature of political activity that 
exacerbates the suspicion 
and the anxiety citizens 
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demonstrate when teachers are engaged in active political 
activity. It is wise to invest more effort in having and 
maintaining a good relationship between the school and the 
wider community, but unfortunately there seem to be very 
few where that is the case. It is important for the 
community members to know their teachers as fellow parents, 
citizens, taxpayers, consumers, baseball players, car 
owners, friends, bridge partners, and the like. This might 
ease the apprehension with regard to the political activity 
of this class of fellow citizens. 
Dialogue with the school has also resulted in more 
parental support of the school's effort, and that, in turn, 
tends to produce increased achievement by students in those 
schools. This kind of knowledge should, of course, become 
part of the preparation of those who become the policy 
makers in our society, such as the superintendent, the 
principal, and also members of the school boards. In this 
wa.y the findings and implications of relevant research 
could be applied instead of languishing in academic 
publications or on library shelves. 
Further Recommendations 
For the numerous reasons detailed above, it is 
important that teachers be taught the importance of their 
role as models. This can be done in courses that relate to 
professional preparation such as child development, their 
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the teaching/learning process, curriculum and courses 
concerned with the goals of education or with philosophy of 
education. Practical methodology techniques can certainly 
accompany these courses and should be high-lighted during 
the internship or other practica--both to aid the teacher's 
understanding of the role concept as well as to gain skill 
in its effective use. 
But for the purposes discussed in this study, these 
efforts may well have only limited benefit, since many 
elements of modeling the responsibilities of citizenship 
referred to pertain to larger issues and to a larger 
context than the classroom. This means something 
considerably more difficult to put into a syllabus or even 
to articulate as criteria for teaching. Ideally the 
student who has selected teaching as his or her career has 
had the kind of upbringing, the kind of exposure and the 
kind of educational experiences that together have made the 
individual not only of high character and exemplary 
behavior, but have provided the kind of understanding of 
the true meaning of a commitment to democracy that will 
guide both personal and professional behavior accordingly. 
Certainly a broad range of study in the liberal arts which 
contains a good share of exposure to the underlying 
questions that men and women have asked throughout the ages 
is no guarantee, but it is a beginning. And given the 
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research findings that most teachers tend to revert to the 
ways in which they, themselves were taught, probably most 
important is that the would-be teacher has had plenty of 
exposure both to the type of person and teaching that has 
been described herein. 
In fact, it might be worthwhile to actually create 
both real and hypothetical situations which would allow 
teachers to become much more visible in their roles as 
citizens modeling certain kinds of behavior. This could be 
done in many different ways. Teachers could be encouraged 
to take an active and involved role in their communities, 
whether this be on boards and commissions or organizations 
with various social goals. They could be called upon as 
resident experts within the communities on those numerous 
occasions when citizen groups wish to study their schools 
or have some special requests of the schools. Teachers 
could be members of boards and committees that are in any 
way relevant to their experience or to the special insights 
they could offer. The media could be used in a variety of 
ways, including public service programs which would be 
shown at prime family time, which would allow teachers to 
be seen and heard. Perhaps local cable programming would 
enable teachers of various schools or subject areas to get 
together and plan cohesive presentations to the public, 
whether these be controversial or not. If they were, this 
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medium would allow for equal time and the possibility of 
healthy interchange. 
Another way that teachers could model participatory 
democracy is within the school. Faculty meetings might be 
open, allowing both parents and students an opportunity to 
observe the "inner workings" while at the same time gaining 
an insight into the myriad problems and concerns with which 
the staff must come to grips. This would not be unlike 
meetings of any other municipal body such as the school 
board or the city council which must be open unless 
specific issues dealing with personnel or funding are on 
the agenda. As with these, it is unlikely that faculty 
meetings would suddenly be overrun with observers, but it 
would establish a feeling that what the school is about is 
everyone's business. Certain agenda items would call forth 
greater attendance than others, yet the sense that nothing 
was done behind closed doors would go a long way towards 
making members of the community—adults and youngsters 
alike—feel that schools and what happens inside them is 
truly a community enterprise. And it certainly would ease 
the perennial problem of home-school communication. 
As early as 1916 John Dewey wrote in his now-famous 
Democracy and Education,: 
351 
A society which makes provision for 
participation in its good of all its members on 
equal terms and which secures flexible readjustment 
of its institutions through interaction of the 
different forms of associated life is in so far 
democratic. Such a society must have a type of 
education which gives individuals a personal 
interest in social relationships and control, and 
the habits of mind which secure social changes 
without introducing disorder. 
In order to have a large number of values in 
common, all the members of the group must have an 
equable opportunity to receive and to take from 
others. There must be a large variety of shared 
undertakings and experiences. 
For under such conditions, the school becomes 
itself a form of social life, a miniature community 
and one in close interaction with other modes of 
associated experience beyond school walls. All 
education which develops power to share effectively 
in social life. . . .forms a character which... 
does the particular deed socially 
necessary. . . . [4] 
A final recommendation is made in the spirit of 
John Dewey's teachings: that society support the creation 
of democratic community within a school that allows each 
participant to experience a sense of responsibility with 
regard to that community. The school is in the unique 
position of being able to provide a kind of apprenticeship 
in citizenship, even if at times that seems a bit 
artificial. This would resonate not only theories 
expounded by Dewey but also Robert Owen. Francis Parker and 
many others. And it would meet Charles Merriam’s 
suggestions for vicarious experience which would aid in the 
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transfer of insights so necessary for learning to function 
in a society which sometimes appears totally chaotic. 
Theoretically all law should be obeyed, but 
practically this does not happen. What should be 
the attitude of the oncoming citizen?. . . . There 
are rules upon which there is virtual unanimity; 
rules commonly broken with regret; rules vigorously 
and openly opposed; rules obsolete and universally 
ignored. . . . 
. . .The law will not break down, or the system 
of law, because of free and general 
discussion.[5] 
There are many ways in which students can learn to 
take responsibility for themselves and for others within 
the school setting. They can also becomes involved in the 
life of their community in other ways, for example, have 
some type of representative organization that can plan and 
execute activities for the entire school. A large number 
of schools have something like this by means of sponsoring 
a student government association or assembly. Classes or 
homerooms might elect a representative to such a council 
and it, in turn, might oversee various other groups or 
clubs. Associated with some form of student government 
might be a student court which would have to deal with 
infractions of fellow students. As a hands-on opportunity 
to learn about the justice system of the country, this is 
one of the best. But that means that both the student 
government and the student court have to be given a measure 
of autonomy and real trust. For it is really m the 
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process of drawing up the guidelines by which the community 
wants to exist, and by grappling with the competing 
interests of those individuals and groups that make up the 
community that its participants can begin to experience how 
truly difficult it is to establish a democracy, make it 
work, and maintain it. It would also go a long way towards 
avoiding the cynicism that sometimes results from 
dissonance between what is and what could be. 
There is a wide gap in many instances between 
the formal knowledge of the books and the informal 
government under which we live—a gap so wide that 
the bookish information is often thrown aside 
finally as wholly useless. Is what is taught what 
is; or a picture of what might be but actually is 
not? Did the book and the teachers know? the 
student may ask himself later in life, as he 
contemplates the gap between the formal and the 
practical and the actual. 
If only the half-truth is taught in the school, 
that half may be rejected when the other half is 
discovered. [6] 
On quite another level it means that those teachers 
who are sensitive to restraints on their freedom, both 
personal and professional, must speak up when these become 
unacceptable. This is important because it is only m this 
way that the restraints become seen as such, and that 
others with less understanding become more thoughtful and 
knowledgeable about such issues. Others who are aware and 
in agreement should support those who take the initiative 
to speak up to lend both emotional, psychological and 
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actual support, if needed. This is particularly important 
for administrators, be they heads of departments, building 
principals, or superintendents. Certainly both the Beale 
study and this one as well as others cited in the 
literature show a correlation between the freedom 
experienced by teachers and the attitudes and behavior of 
the chief administrator—usually the building principal. 
It was in those settings where teachers were able to have a 
good deal of autonomy over their teaching, their 
classrooms, their personal lives, etc., where they were 
also able to handle challenges of their rights and behavior 
in a constructive manner, and where there was a sense of 
openness and community among the teachers. Teachers in 
these schools appeared to be more confident, more 
enthusiastic about their work, more optimistic about their 
future, and in general more up-beat. Teachers in schools 
that did not provide an atmosphere of mutual respect and 
support tended to be more disheartened, discouraged, 
appeared to be anxious, seemed somewhat alienated and 
discontented, and tried to rationalize their often 
ambiguous answers to the questionnaire used in this study. 
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Directions for Future Research 
Although it would be difficult to prove beyond a 
doubt that the behaviors described above were a direct 
result of the degree of openness, respect and support that 
exists between head administrator and teacher, there is 
definitely a correlation. Also there is considerable 
literature, some in psychology, education, and social 
psychology, that would appear to substantiate the 
possibility that these correlations might be causations. 
This would be an important area for further research. It 
could be very useful to be able to demonstrate that a 
cause-and-effect relationship does indeed exist here, and 
when its outcome produces such negative results, it can be 
very detrimental to our entire educational enterprise. In 
fact, that would be a major concern not only for teachers 
and students and policy-makers but clearly for the entire 
society, since discontented teachers do not usually produce 
able and happy students. 
There are clearly many directions for additional 
research on this topic. Its central importance to our 
society warrants both effort and expense to help us learn 
how best to transmit those values we believe to be central 
to the survival of a democracy. As various studies 
discussed herein have demonstrated, students seem to obtain 
woefully little knowledge and understanding of the 
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Constitution and the Bill of Rights. Since so many 
standard efforts have failed, it behooves us to consider 
the importance of the findings of this study and its 
relationship to the modeling role of the teacher as 
described in Chapter III. 
State and Regional Variations 
More research relating to personal and academic 
freedom of high school teachers should take several 
different approaches. Most important would be to try to 
gain some sense of regional variation, even differences 
from state to state. This could be done by using the pilot 
or exploratory approach and utilize the regional divisions 
Beale used. The study should be expanded to include both 
teachers of other disciplines and subjects as well as those 
engaged in preschool and elementary education. 
Influence of Age, Sex, Race, 
Religion, or Ethnic Background 
It would be very useful to do some 
cross-tabulations of some other additional data such as 
age, sex, affiliation, etc. It might be useful to see if 
there were any correlations between age and the degree of 
constraint experienced during a given time period. Or 
perhaps the relationship between the teacher s religious 
ethnic affiliation and his or her perception of personal 
could be explored. Certainly there is 
and academic freedom 
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already ample evidence that there might be some 
relationship between service in Viet Nam and attitudes 
towards pacifism, conscientious objection, and recruiting 
in the high schools by the military. 
Relation of Social Class to Attitudes 
The relation of a teacher's social class and 
attitudes towards issues having to do with academic freedom 
is an important area for exploration. This could be 
further refined to show possible variations related to the 
respondent's own reporting of his social class and that of 
his parents as opposed to the researcher's reporting. 
Impact of Sex or Educational Background 
on Attitudes Toward Authority 
The educational background of the teacher could be 
an important variable. Early schooling usually differs 
less than higher education and professional preparation, 
although there could well be a great difference between 
those who themselves have never experienced public schools 
and those who had no experience with any aspect of private 
education. And although there is little reason to suspect 
that there might be a difference between the sexes, it is 
not inconceivable that there might be significant 
differences in perception of authority or interpretation of 
community mores, societal standards, or even of types of 
behavior. 
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Impact of Higher Education 
and Teacher Preparation 
Since there is considerable variation in the kinds 
of institutions of higher education attended by teachers, 
it would be important to explore the possible range of 
effects this might have. The same would have to be 
considered with regard to the teacher's professional 
training. Quality and quantity of such training also 
varies; is there a correlation and with what? Does it vary 
if the training was experienced as an undergraduate or 
graduate? Or was age the factor? What effect did the 
structure, duration, location and supervision have on the 
way the teacher perceives issues relating to individual 
freedom? What about the number of courses in one's 
discipline? Are those prepared via the liberal arts more 
secure in their awareness of issues related to individual 
freedom? Are they more apt to speak out than their 
counterparts prepared in colleges of education? Does 
in-service make any difference? To whom? In what way? Do 
any of these make a major difference in how the candidate 
is socialized? How does one learn to view oneself in 
relation to others in one's new role? As an employee of 
the state? As an infallible source of knowledge? As a 
professional entitled to autonomy and a degree of respect? 
As a disciplinarian? 
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Professional Association 
and Subj ect Area 
Whether teachers belong to professional 
associations has been shown to make a difference. It might 
be informative to know whether this effect occurs with 
membership in any professional organization or results only 
with a particular one. Or is more related to subject area 
than the fact that it is a professional organization. 
Perhaps what is really the significant variable here is the 
view the teacher has of him or herself, that is, as a 
professional (as opposed to an employee) and therefore 
entitled to certain status and privileges, instead of the 
mere fact of having joined a professional organization. 
Personality, Philosophy 
and Type of School 
A somewhat different approach could include some 
standard personality testing in an effort to correlate 
certain kinds of attitudes and behaviors with personality 
types. This might also fit in with research on the 
effectiveness of using various models of teaching. Who 
uses which, why, and with what degree of success m the 
realm of say, civic education, might indicate that it is 
not the model selected as much as it is the personality 
type of the teacher. Along these lines it would be useful 
to see whether there are major differences m the attitudes 
and perceptions of teachers in private schools versus 
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public schools, or whether the differences fall along the 
lines of differences in the composition and location of the 
schools. Or is the determining variable the particular 
theory or educational philosophy serving as the foundation 
for the school in question? 
Motivations, Mentors, and 
Early Socialization 
There is significant evidence in the present study 
to suspect that the particular subject area chosen by the 
teacher is directly correlated with perceptions and 
attitudes pertaining to academic and personal freedom and 
other similar concepts. Is there a similar correlation 
between the reason one chose teaching as a career and one's 
sensitivity to restraints of freedom? Does a significant 
event in the teacher's life have an effect? If so, what is 
that effect? Do 'mentors' of various kinds make a 
difference? How about on-the-first-job socialization? 
Does that include only colleagues and perhaps 
administrators or also others in the community? Does a 
school board or individual members thereof have any effect 
on any of the above? How can negative effects be mitigated 
by administrators, or positive ones enhanced? What kind of 
agreement could be found about what are positive or 
negative effects?! 
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Research possibilities in this area abound and are 
only limited by sensitivity, insight, understanding, 
creativity, imagination, time and money. Those topics 
sketched out above came to this researcher's mind as a 
result of engaging in this investigation, going over the 
data, and recalling ideas and responses to this and other 
relevant experiences and study. It will no doubt be the 
same for someone else who will, of course, see different 
directions for future research. 
Summary 
Freedom and restraint in the lives of America's 
high school teachers continues to be an important topic for 
further investigation. There is considerably more freedom 
today than there was fifty years ago when Howard K. Beale 
did his landmark study. Are American Teachers Free? And 
today's greater freedom particularly in the personal lines 
of teachers, has the added support of law in the form of 
court decisions that took place during the intervening 
years, particularly during the sixties. However, evidence 
from this exploratory study indicates that significant 
restraints remain, especially in the professional lives of 
America's teachers. It is frequently in the form of subtle 
pressure, sometimes outright ones. Response to it ranges 
from unawareness to recognition, acceptance to resignation, 
rejection, and sometimes to challenge. 
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Responses are many and varied and indicate some of 
the tensions teachers experience. Some use the words as a 
way of rationalizing what some see as an inevitable part of 
being a teacher. Others use the words because they don't 
know how to deal with the discomfort they feel. 
There are those who, like this researcher, believe 
that this need not be so, indeed, must not be so if the 
values and skills of participatory democracy are to be 
ensured. Those entrusted with transmitting American ideals 
must not be bound by the narrow confines of the bland and 
neutral but must themselves model critical inquiry, 
open-mindedness, objective judgment, open interchange and 
the ability to disagree--or agree--while maintaining the 
discourse. This is the conceptualization that gave rise to 
this research; it is that which urges further exploration. 
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A STUDY OF "FREEDOM IN TEACHING” 
for the American Historical Association 
by Howard K. Beale, Ph.D. 
The answers to this questionnaire are sought for use in a final chapter of A History of freedom in Teaching 
in preparation for the Commission on Social Studies in the Schools. The identity of the teacher or school system 
is not sought and, if accidentally revealed, would be held in strict confidence. All of these questions will not fall 
within the personal experience of any given teacher or superintendent. Each person who answers the question¬ 
naire ia earnestly besought, however, to answer them all on the basis (where they are not within one's personal 
experience) of what he believes would be the practice of his school or school system, if the issue did arise. Please 
mail the answers to Howard K. Beale, Study Room 52, Library of Congress, Washington, D. C.* 
I. General Information: 
1. Title or rank of person filling out questionnaire ........_ 
2. Kind of institution...3. If a teacher, grade  
4. If a teacher, subjects taught ......... 
5. If a superintendent, major subjects of study while in training...... 
6. Years of experience, as teacher ....as superintendent... 
7. Salary_8. Sex __9. Age ..10. Race .. 
11. Types of institution where training was received and number of years in each .... 
12. Degrees held __ 13. Party affiliation... 
14. Religious affiliation __............._.......................... 15. Organizations 
belonged to (e. g., College fraternity, American Federation of Teachers, Masons, Elks, D.A.R., Rotary, 
League of Nations Association, etc.) --.........---......... — ....... 
18. State___17. Approximate size of city or village ... 
18. Leading business interests of community (e. g. cotton growing, shoe manufacturing, coal mining, etc.) 
II. Tenure: 
Does a teacher have: 
1. Permanent tenure after a probationary period 
2. No protection save yearly contract. 
3. No protection at all agaiDst arbitrary dismissal 
4. Guarantee of a .hearing before dismissal. 
5. Appeal to courts if dismissed ---• 
6. Other comments on tenure —-- 
Yes 
-□ 
-□ 
No □ □ □ 
G □ 
•It ia assumed that any of the attitudes included in this questionnaire would have to be expressed in terms appro¬ 
priate to the school grade involved. The author submits, however, that future attitude, of children toward 
most of these subjects are formed before they are mature enough to understand the subject, and are influenced 
by attitude* of teachers of subjects as innocuous as Reading or Geography. 
VIII. Reasons for Avoiding Controversial Subjects: 
tt) rs ,<s£:”bi"“u “ b"“- - 
1. Fear of dismissal_........... 
2. Fear of other discipline .............. Q] 
3. Fear of disfavor that will prevent promotions.. 
6. Feeling of futility of not conforming ----.Q O 
7. Belief that teacher should avoid controversial subject* ..... • 0 
8. Lack of interest in controversial subjects.[ b; 
9. Agreement with the community view on controversial subject*.R S 
10. Other reasons (State them). .g g 
(B> portance'00^ C°‘Umtl “““h"’ “ f" ** y°U CS“' thoa8 yOU have checked » order of their im- 
(C) would pTmiWt?0 S€* fr<!er eXprMSi0a °f VieWS subjects, if the community attitude 
(D) Have adult forums on controversial subjects been held in your community?. 
If so, what has been their effect upon the amount of freedom the teacher can be allowed in these matters? 
Were these forums sponsored by the school? T, , j.j .. . .. not, who did sponsor them?.___........._ _ 
IX. School Rules: 
If your school or school system has ever drawn up rules or a statement of policy concerning a teacher's 
conduct or his freedom in expressing views on controversial subjects, piease send them in as they wiil be verv 
heipful. 1 
X. Specific Cases: 
Please give on a separate sheet, details of any cases within your knowledge where a teacher has been dis¬ 
missed or disciplined, and any cases where a teacher has been sustained under pressure. Give facts concerning 
charges, dates, names of parties, real causes of difficulty, source* of complaint, and factors that led to dismissal 
or retention. If you are willing to be quoted on these cases (this will make them historically much more valuable) 
or to permit the author to correspond with you further about them, please give your name and address with the 
cases and send them in separate from the questionnaire. If you wish to sign your name to these specific cases 
but do not wish to have it divulged in connection with them, it will be held as confidential. If you prefer, just 
send these particular facts with the questionnaire without your name. 
N.B. Qualifications or amplifications of "yes” and "no” answers or further comment on any of the ques¬ 
tions is invited. 
Criticism of Local School or Community: 
Is the teacher free openly to criticize (Please check "Yes” or "No"): 
1. School board policies_........ 
2. The school superintendent .....__ 
3. Required teaching methods ...._..... 
4. The principal__ 
5. The business practices of a benefactor of the school 
6. Textbooks used ............_..... 
7. The business practices of a school trustee or board member _............ 
8- Teaching of evils of alcohol” and advocacy of "temperance” 
9. “Patriotic exercises,” flag salutes, etc., as chauvinistic __ 
10. Good-will days, world peace days, etc., ss undermining "patriotism” 
11. Local social leaders and their activities 
12. Local ministers or churches as breeders of radicalism . 
13. Local ministers or churches for their failure to attack social or economic'abuses 
14. The doctrines and practices of the local D.A.R. or American Legion 
VII. Source of Pressure: 
Yes No 
G 
G 
□ 
G 
C 
C 
D □ □ 
□ 
G 
G 
C 
G 
Li the hrst column, check each of the following groups that puts upon teachers direct or indirect pressure 
whicn hampers their freedom of conduct or expression. In the second column, cumber those you check 
so far as you can, in the order in which you rate the power of the pressure each exerts, marking the-ost 
powerful pressure no. 1, etc. “ 
1. Other teachers ... 
2. Students .... 
3. The principal _____ 
4. The superintendent .. 
5. School board members or trustees 
6. Parents... 
7. Public opinion of the community 
8. Business men__ 
9. Benefactors of the school . 
10. The American Legion ...._ 
11. Peace organizations  
12. The Ku Klux Klan.. 
13. The D.A.R. 
14. Other "Patriotic” organizations . 
15. The Bar Association. 
16. The Chamber of Commerce_ 
17. Politicians ... 
18. Religious groups _...... 
19. Other sources (Specify). 
■a 
■a 
•G 
■G ■G 
•G 
■u 
•G 
•a 
•a 
G 
■G ■G 
G 
G 
a 
G 
G 
G 
C 
G 
G 
a 
c 
G 
G 
G □ 
C 
Q 
G 
G 
G 
IV. Race, Creed, Origin, Sex, r'arty: 
32.12 -—■>— »• <*-»**«—% k.„„.pp.d: 
□ 1. Jews .... 
2. Negroes in white schools_0 
3. Unnaturalized foreigners_0 
4. Persons with foreign names ...._0 
5. Naturalized citizens . 0 
6. Residents of other towns..0 
in getting 
a position 
Yes No 
□ - 
□- 
□- 
□ - 
□- 
7. Residents of other states.0 □ 
8. Northerners.. Q 
9. Southerners .. --C 
10. Easterners _...._..._0 
11. Westerners □ 
12. Men . □ 
13. Women _    ...0 
14. Divorced persons _. .0 
15. Feminists ....._..._..._...0 
16. 
17. 
18. 
19. 
20. 
21. 
22. 
23. 
Married women __..._........0 
Democrats ........_ _......0 
Republicans_...._..._...Q 
Socialists ____....._0 
Communists_  0 
Anarchists _   0 
Pacifists ....___Q 
Military men ..._...0 
24. Conscientious objectors to war_0 
25. 
26. 
27. 
23. 
29. 
30. 
31. 
32. 
33. 
Fundamentalists . ..0 
Religious liberals_ .0 
Unitarians _ 0 
Agnostics _ 0 
Atheists _  ...0 
Catholics _  0 
Protestants _ 0 
Mormons . ....0 
Gentiles (non-Mormon or non-Jew) 0 
□ - 
□ - 
□ - 
□ - 
□ - 
□ - 
□- 
□ - 
□ - 
□ - 
□ - 
□ - 
□ - 
□ - 
□ - 
0- 
0- 
□ - 
□ - 
0- 
□ - 
□ - 
0- 
□ - 
in keeping this position after the 
fact becomes known (where no pre¬ 
vious misrepresentation is involved) 
Yes No 
.□ □ □ □ 
—.□ □ 
-□ 
-□ 
-□ 
-□ 
-D 
-□ 
□ □ □ □ □ □ □ 
-□ 
-□ 
-□ 
-□ 
-□ 
-C 
-0 
-O 
-□ 
-□ 
..0 
-□ 
-□ 
-□ 
-□ 
-□ 
-c 
~c 
□ □ □ □ □ □ □ □ □ □ □ □ □ □ □ □ □ □ □ □ 
V. Personal Conduct: 
Can a teacher in your school or school system be known to do the following and hold his position 
(check either "yes" or “no”): 
Yes No 
1. Attend the theater..0 0 
2. Smoke in school if a man _0 0 
3. Smoke in school if a woman . 0 0 
4. Smoke away from school if a man ........0 0 
5. Smoke away from school if a woman ..—0 0 
6. Dr.nk in school if a man ..0 0 
7. Dr.nk in school if a woman .  0 
8. Drink away from school if a man -0 0 
9. Drink away from school if a woman-0 0 
10. Dance  — .....0 0 
11. Swear ..-..0 Q 
12. Play cards ...  D 
13. Gamble .. —..---. D D 
14. Commit fornication or adultery.0 0 
15. Practice homosexuality away from school 0 0 
16. Become tho subject of unp zd charges 
of immorality . _____---O O 
17. Visit speakeasies ..... — .......--—O D 
Yes No 
18. Decline to participate in the social activi¬ 
ties of the community..   0 0 
19. Mix socially with negroes .0 0 
20. Picket in a local strike_0 0 
21. Join a labor union _   0 0 
22. Join the Ku Klux Klan.0 0 
23. Wear a religious garb.0 0 
24. Run for office . 0 0 
25. Campaign for a political party..0 0 
26. Bring unfavorable publicity to the school 0 0 
27. Exhibit “lack of judgment” ..0 0 
28. Make himself unpopular though a good 
teacher . 0 0 
29. Bring in pacifists or radicals to talk to 
students ....... —.0 0 
30. Bring in military men or members of D.A.R. 
or American Legion to talk to student}-0 
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D_0 NOT SIGN YOUR NAM F. 
Project on Teaching 
I. GENERAL INFORMATION 
1. What is your title? (Please be specific, e.g., chair of department of 
history, social studies teacher, vice principal, etc.) 
2. Do you have tenure in your position? 
No _ 
Yes_ 
3. At what kind of institution do you work? (Again, try to be as specific 
as possible, e.g., private coeducational day high school, public junior 
high school, Catholic high school for girls, etc.) 
/ 
4. If you are a teacher, what subjects do you teach? (E.g., American History, 
Problems of Democracy, etc.) 
5. If you are a principal or superintendent, or other type of administrator, 
what were the major subjects you have taught? 
6. How many years have you been a teacher? _ 
(number) 
a supervisor? _ 
a principal? _ 
a superintendent? _ 
7. Are you certified? 
No _ 
Yes If yes, in which field(s)? 
373 
2 
8. From what kind of high school did you graduate? 
private non-denominational 
private church-affiliated _ with _ 
(church or denomination) 
public _ 
9. Was your own high school 
co-educational? _ 
single sex? _ 
10. What about the undergraduate institution from which you received your 
bachelor's degree or its equivalent? (Check where appropriate.) 
private non-denominational teachers' college _ 
private non-denominational liberal arts college _ 
private non-denominational university _ 
private church-affiliated teachers' college _ 
(affiliation) 
private church-affiliated liberal arts college _ 
(affiliation) 
private church-affiliated university _ 
(affiliation) 
public teachers' college _ 
public liberal arts college _ 
public university _ 
11. Was the institution (teachers' college, liberal arts college, or 
university) from which you graduated 
in your home town or within commuting distance? _ 
in another place? - 
12. During your senior year, did you live 
with your parents? - 
off-campus but not with your parents? - 
on campus? - 
3^4 
13. If you attended a liberal arts college or university, 
education? did you major in 
yes _ 
no _ If no, what was your major? 
14. Regardless of your major, did you take courses in history or the social 
sciences? 
no 
yes If yes, check the subjects you studied: 
American Economics 
American Government 
American Politics 
American Society 
Comparative Economics 
Comparative Politics 
Comparative Government 
Comparative Societies 
The Presidency 
Constitutional Law_ 
Public Policy 
Social Problems 
The Family 
Race and Ethnicity 
Sex Roles 
Anthropology 
Other social science courses? 
15. Regardless of where you went as an undergraduate, how did you receive 
your training for teaching? (Cneck all that apply.) 
part of the major _ 
special courses while an undergraduate _ 
post-graduate program _ 
continuing education _ 
night classes _ 
summer school _ 
16, What academic degrees do you hold? 
AA _ 
EA or BS or B.Phil. _ 
B.Ed. or similar _ 
MA or MS in__ _ 
MAT _ 
M.Ed. or similar _ 
MSW or similar _ 
Ph.D. in __ _ 
Ed.D. in __ _ 
Other ___ _ 
(specify) 
375 
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.1 / . Cui'teul aa 1 ary ! 
less than $10,000 per annum 
10,000-15,000 _ 
15,001-20,000 _ 
20,001-25,000 _ 
25,001-30,000 _ 
30,001-40,000 _ 
More than 40,000 _ 
18. Sex Male _ 
Female _ 
19. Year of birth  
(specify) 
20. Are you 
Asian _ 
Black _ 
Hispanic _ 
Native American _ 
White _ 
Other _ 
21. In general, with which ethnic group are you most strongly identified? (e.g. 
Irish-American, Japanese-American, Afro-American, etc.) 
22. Are you Buddhist 
Catholic _ 
Jewish _ 
Muslim _ 
Protestant _ Denomination? 
Unitarian _ 
Other _ Please specify 
23. Which of the following most closely describes your ideas about God? 
1 believe in a Divine God, Creator of the Universe, Who knows my 
innermost thoughts and feelings, and to Whom one day 1 snail 
be accountable. _ 
I believe in a power greater than myself, which some people call God 
and some people call Nature. 
I believe in the worth of humanity, but not in God or a Supreme Being.—_ 
I believe that the so-called universal mysteries are ultimately knowabie 
according to the scientific method. _ 
I am not sure what I believe. _ 
I am an atheist. _ 
Other _ __ - —--- 
(please specify) 
376 
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24. How religious would you say you are? 
very religious _ 
fairly religious _ 
not very religious _ 
not religious at all 
25. How often do you attend religious services? (Approximately) 
daily _ 
not daily, but more than once a week 
once a week _ 
about once a month _ 
mainly on important holidays_ 
never or almost never_ 
26. Which would you choose as most important for a child to learn to prepare 
him/her for life? (Rank 1 to 6 in order of importance) 
to obey _ to work hard _ 
to be well liked and popular _ to help others 
to think for her/himself _ other (specify) 
27. List five national organizations to which you belong (e.g., political 
party, social service organization, veteran's group, professional guild etc) 
28. List five organizations to which you belong and in which you are an active 
participant? (e.g., church group, PTA, outing club, League of Women 
Voters, American Legion Post, etc.) 
29. What is the approximate size of your city or community? 
less than 10,000 population 
10,001-25,000 
25,001-50,000 
50,001-100,000 
100,001-250,000_ 
250,001-500,000_ 
500,001-1,000,000_ over 1,000,000 
377 
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30. Can it be said that there is a leading industry or business interest 
in your community? (e.g. cotton growing, shoe manufacturing, steel 
mills, coal mining, etc.) 
No _ 
Yes - If yes» wh£t industry or business interest dominates: 
(please specify) ’ 
31. In what state is your community located? 
32. How would you describe your personal social class position relative to 
other people in your community? 
Upper class _ 
Upper middle  
Lower middle _ 
Working class_ 
Lower class 
33. How would you describe your parents’ social class position in their com¬ 
munity when you were growing up? 
Upper class _ 
Upper middle_ 
Lower middle_ 
Working class_ 
Lower class_ 
34. With which political party are you affiliated? 
Democratic _ 
Republican  
Other _ Please specify _ 
35. Regardless of your party affiliation, for whom did you vote in the last 
Presidential election? 
Ronald Reagan _ 
Jimmy Carter John Anderson _ 
36. If you were voting today, for whom would you vote? 
Ronald Reagan _ 
Jimmy Carter _ other _ 
Would you say that you are a conservative or a liberal on most political 
matters? 
conservative _ 
liberal _ 
37. 
378 
7 
II. TENURE 
1* Which of the following best describes the conditions in your school system? 
Teachers have tenure after a probationary period 
If you have such a system, how long is the 
probationary period? 
specify years 
Teachers' only protection is a yearly contract 
Teachers have no protection at all against 
arbitrary dismissal at any time _. 
FOR THOSE IN SYSTEMS WITHOUT TENURE ONLY 
2. Is there a union in your system: 
No _ 
Yes _ If yes, which union 
3. Are teachers guaranteed a hearing before being dismissed? 
No _ 
Yes _ If yes, before what body would they appear? _ 
4. May teachers appeal to the courts if they are dismissed? 
No _ If no, why not _ 
Yes _ If yes, to which court?  
EVERYONE PLEASE ANSWER 
5. Regardless of the system in your school district, are you in favor of a 
tenure system? 
Yes _ If yes, why? _ 
No _ If not, why not? 
What system would you prefer? 
379 
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IV. RACE, CREED, ORIGIN, SEX, PARTY: 
Ir. your school or school system who of the following would be seriously 
handicapped in getting or keeping a position because of background affill* 
tion or beliefs (as listed)? Please check 'Yes' or 'No' to each cateeort 
listed. ° * 
14 
in keeping this position after the 
in getting fact becomes known (where no previous 
a position misrepresentation is involved). 
Yes No Yes No 
1. Jews 
2. Blacks in predominantly 
white schools 
3. Aliens 
4. Persons with foreign 
sounding names 
5. Naturalized citizens 
6. Residents of other 
towns 
7. Residents of other 
states 
8. Northerners 
9. Southerners 
10. Easterners 
11. Westerners 
12. Men 
13. Women 
14. Divorced Persons 
15. Feminists 
16. Married Women 
17. Democrats 
18. Republicans 
19. Socialists 
20. Communists 
21. Anarchists 
22. Pacifists 
23. Military men or 
women 
24. Conscientious Objec¬ 
tors to war 
25. Fundamentalists 
26. Religious Liberals 
27. Unitarians 
28. Agnostics 
29. Atheists 
30. Catholics 
31. Protestants 
32. Mormons 
33. Gentiles (non-Mormon 
non-Jew) 
34. Male homosexuals 
35. Lesbians 
/ 
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V. PERSONAL CONDUCT: 
Can a teacher in your school or school system be known to do the followine 
and hold his or her position? (Check either 'Yes' or 'No') 8 
Yes No 
1. Smoke cigarettes in school 
2. Smoke marijuana in school — 
3. Smoke cigarettes away from school — 
4. Smoke marijuana away from school — 
5. Drink in school — 
6. Drink away from school 
7. Commit adultery 
8. Live with member of opposite sex 
9. Practice homosexuality away from school. 
10. Become the subject of unproved charges of immorality 
11. Visit night clubs and bars 
12. Live in another community 
13. Decline to participate in the social activities of the 
community 
14. Mix socially with members of minority groups 
15. Picket a local strike 
16. Join a labor union 
17. Join the Ku Klux Klan 
18. Wear religious garb 
19. Run for office 
20. Campaign for a political party 
21. Bring unfavorable publicity to the school _ 
22. Exhibit lack of judgement _ _ 
23. Make himself or herself unpopular, though a good 
teacher _ 
24. Bring in pacifists or radicals to talk to students _ _ 
25. Bring in military men or members of American Legion 
to talk to students _ 
PLEASE TAKE A FEW MORE MINUTES TO HELP US IMPROVE THIS QUESTIONNAIRE. GO BACK AND 
CIRCLE ANY QUESTIONS YOU FOUND CONFUSING OR AMBIGUOUS. IN ADDITION, FEEL FREE TO 
MAKE COMMENTS ON ANY QUESTION (INDICATING THE NUMBER OF THE QUESTION YOU ARE DIS¬ 
CUSSING) ON THE BOTTOM AND ON THE BACK OF THIS PAGE. USE ADDITIONAL PAPER IF NEEDED. 
MANY THANKS FOR YOUR HELP. 
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